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ABSTRACT
The purpose o f this study was to examine the teaching technique of 
improvisational theater and its effect on students’ perceptions o f their educational 
and personal development. Two questions have driven this study: (a) How do 
student journals reveal the influence of classroom environment and teaching 
technique? and (b) How do student classroom journals reveal personal growth and 
development?
Analysis o f self-reflective student journals revealed four categories and 15 
themes resulting from students’ perceptions of an experiential learning environment. 
Conclusions point to increased levels of maturity and self-understanding that were 
transformational in nature. Results indicated enhanced self-efficacy and personal 
responsibility as a result of group learning dynamics and critically reflective self- 
awareness. Learning proved to be process oriented over each 16-week semester, 
delivering salient testimony of personal challenges in making the transition from 
adolescence to adulthood.
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CHAPTER 1
INTRODUCTION TO THE STUDY
We learn through experience and experiencing, and no one teaches anyone 
anything. This is as true for the infant moving from kicking to crawling to 
walking as it is for the scientist with his equations. If the environment permits 
it, anyone can learn whatever he chooses to learn; and if the individual 
permits it, the environment will teach him everything it has to teach.
“Talent,” or “lack of talent” have little to do with it. (Spolin, 1963, p. 3)
As students change with the times, so, too, develops a need for innovative
teaching styles to meet these challenges (Sawyer, 2004). Each generation of students
new to the college campus is different, thereby creating an opportunity for instructors
to become more aware of students’ uniqueness and refresh their own commitment to
the learning experience. By promoting interaction at all stages of the learning
process, students acquire a foundation for exploring new concepts, identifying
principles, comprehending rules, and applying their discoveries in novel ways that
reflect each students’ personal uniqueness in the reality of the real world ( de la Teja
& Kramer, 1999; Piaget, 1954).
The history of teaching and learning has traditionally been interpreted from
the perspective of an authoritarian figure occupying the teacher role. This hierarchy
has positioned the undergraduate student as a passive receiver of information guided
by obedient dependency (Freire, 1970). As a result, teacher and learner relationships
have room to evolve in order to meet the expectations of an increasingly
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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sophisticated student population (Lawson, 1996). W ilson (2004) believed that a 
modem college teaching strategy would be grounded in learning theory, graceful and 
simple to facilitate, yet be differential for each student through activities that 
promote personal inquiry. Students are responsible for their own pathways to 
learning and they would teach and assist each other to produce original and creative 
solutions.
Feldman (1986) examined effective college teaching from both student and 
faculty points of view. The results indicated a discrepancy of perception. Students 
felt that a good teacher was interesting, possessed good elocutionary skills, was 
available and helpful, and produced good learning outcomes. Feldman found that 
professors placed more emphasis on being intellectually challenging, motivating, and 
setting high standards. Because students used different criteria than professors to 
judge teacher effectiveness, Feldman raised the question of how discrepancy of 
perception between teacher and professor influenced the students’ ability to learn. 
Subsequently, Feldman (1987) found that the professor’s attitude and behavior in the 
classroom also had a direct bearing on perceived teacher effectiveness. An inclusive 
learning environment created by the instructor helped students focus, inspiring them 
to learn more. In contrast, learning environments judged as controlling or oppressive 
hurt instmctor effectiveness, resulting in diminished returns on learning investments. 
Although the professors perceiveD that they were doing their job effectively and 
completely, students’ perceptions carried considerable weight in determining 
successful learning outcomes.
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The college learning environment is also often perceived by students as 
anachronistic because it is absorbed with highly structured, information-laden 
curricula that leave individual learning styles and their fundamental significance 
basically ignored (Watson & Stage, 1999). This gap in the undergraduate learning 
experience reveals a disconnection between teaching and learning practices and real 
world expectations of undergraduate college students (Upcraft, Barefoot, & Gardner, 
2005).
Watson (1996) expanded on these concerns by explaining student develop­
ment as a series o f changes predicated upon environment and other associated factors 
comprising college life. Watson (2002) cited three major influences contributing to 
potential learning opportunities: the students’ background and past experiences; the 
combination of college classes and ancillary lifestyle experiences, especially the role, 
skill, and affect of the professor; and gains achieved and their lasting effect as 
determined through feedback between teacher and learner. The extent of these 
collaborations determined the scope of vision and understanding between professor 
and student leading to superior learning outcomes.
The teaching technique Improvisational Theater Art form (ITAF), the focus 
of this study, is based on Spolin’s (1963) original theater improvisation model.
Spolin produced a style o f teaching which broke the traditional mold of authoritarian 
teacher control for the training o f actors. The primary difference between Spolin and 
ITAF centers upon the contexts between entertainment and higher education.
Similar in philosophy, ITAF attempts to bridge the gap between improvisational
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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theater as an entertainment, and one that promotes undergraduate students’ growth
and development. As Spolin explained, improvisational phenomena are made
concrete through self-confidence when students understand they are free to
communicate effectively within any environment.
Experiencing is penetration into the environment, total organic involvement 
with it. This means involvement on all levels: intellectual, physical, and 
intuitive. Of the three, the intuitive, most vital to the learning situation, is 
neglected. Intuition is often thought to be an endowment or a mystical force 
enjoyed by the gifted alone. Yet all of us have known moments when the 
right answer “just came” or we did “exactly the right thing without thinking.” 
Sometimes at such moments, usually precipitated by crises, danger, or shock, 
the “average” person has been known to transcend the limitations of the 
familiar, courageously enter the area of the unknown, and release momentary 
genius within himself. When response to experience takes place at this 
intuitive level, a person functions beyond a constricted intellectual plane, his 
intelligence is freed, (p. 3-4)
Spolin’s philosophy promoted growth and development by utilizing 
a variety of learning styles and temperaments similar to the cognitive and affective 
sensibilities described by Svinicki and Dixon (1987). When learning environments 
are allowed to become chaotic, as Wilson (2004) suggested must occur, constructive 
interaction between teacher and student achieve seamless, teachable moments arising 
in the moment. Differentiating learning styles are allowed to surface and coalesce to 
produce learning outcomes because the environment is emotionally charged with 
purpose. Therefore, ITAF, a spontaneous, highly social teaching method, challenges 
participants to collaborate their unique skills by supplying original solutions to a 
series of structured transformational exercises that utilize individual learning 
preferences to achieve significant learning outcomes.
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Kuh (1996) contributed several guiding principles to help create seamless 
undergraduate learning environments. All are based on students’ inherent abilities for 
dealing with change. Two critical issues informing seamlessness ask how 
transformational change can be influenced by teacher leadership and how much is 
predicated on environment. Ideally, teacher and student work in concert with each 
other, but eccentricities can compromise the process, especially relationships of 
power. The longer student and teacher rigorously engage in intellectual challenge 
and actively pursue innovative strategies, the deeper the commitment to serious 
learning (Watson & Stage, 1999). That commitment is reflected environmentally.
In addition, Kuh stated that seamlessness in the educational experience 
requires collaboration that is “family-like” in order to promote open communication, 
transparency, and trust. This system echoes Watson (1996) in its emphasis on 
authenticity in the student/teacher relationship. Furthermore, Kuh (1996) stated that 
growth and development is increased when students can relate their classroom 
experiences to life in the real world. This statement suggests that learning in the 
classroom and life in the real world are intrinsically linked. Kuh wrote that 
professors need to find innovative methods in their teaching “so that students realize 
greater benefits from attending college” (p. 135).
Significance of the Study
Minimal research has been conducted on the art form called improvisational 
theater within the context of undergraduate teaching and learning. ITAF merits
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rigorous examination in order for researchers and practitioners to consider its utility 
as a teaching technique to help solve problems in the classroom. ITAF helps students 
apply their intellect through the collaboration of learning styles and individual 
learning needs. Bonded by group agreement, students use improvisation to test their 
problem-solving abilities “in the moment” (Spolin, 1963) resulting in the confluence 
of styles and preferences. The data from this study show how learners recognize 
intuitive insight as flashes of “genius” because of an active, responsive, and 
reflective learning environment. Well-supported individualized learning experiences 
encourage confidence and self-esteem, contributing to a holistic group philosophy.
Spolin (1963), generally considered the matriarch o f improvisational theater, 
originally designed her material for children who wanted to become stage worthy. 
Unencumbered by socially imposed resistances, her young charges thrived in a world 
of make believe and creative imagination, developing comprehension and wisdom 
beyond their years. This study reestablishes Spolin technique as a method to 
motivate growth and development in college students. While the entertainment factor 
still carries a highly valued social element in the learning process, the primary focus 
is on transformational growth and change. Chickering’s (1969) seven tasks, “vectors 
of development” study, Perry’s (1970) nine stages o f ethical and intellectual 
development, and the seamless environment described by Kuh (1996) embrace the 
principles and philosophy of Spolin’s technique as applied to the undergraduate 
curriculum.
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Purpose o f the Study
The purpose of this study is to examine the teaching technique of 
improvisational theater and its effect on students’ perceptions o f their educational 
growth and personal development.
Research Questions
Two research questions have guided this study: (a) What are students’ 
perceptions Of the classroom environment and teaching technique using ITAF? and 
(b) How does ITAF affect students’ perceptions of their personal growth and 
development?
Limitations of the Study
The major limitation of this study is that the researcher designed the class and 
was its sole instructor. The fact that a power relationship existed cannot be denied, 
and a number of ethical questions facing the researcher had to be checked and 
monitored. Researcher bias also was a factor; however, care was taken to watch for 
corruption in the data because of the researcher’s participant-observer role. Due to 
the diversity of classroom personalities, the content of CAHA 492 changed each 
semester, and the class was never taught the same way twice. Although the 
collaborative nature o f the work permitted direct contact with the researcher, there 
existed a possibility that the students may have glorified some responses because of 
teacher/student rapport.
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Creativity (Kupfer, 1983; Sawyer, 1997a): A highly individualistic and 
intuitive process in which original thinking and native genius coalesces through 
action. The creative process links cognitive and affective spheres of the self, making 
ideas real in the “here and now.”
Critical Reflection (Dewey, 1904; Schon, 1983): An imaginative, intrinsic 
process of the self that makes personal sense of thoughts, experiences, and feelings 
encountered in the real world.
Improvisational Theater Art Form (ITAF): A spontaneous, highly social 
teaching method where the environment conspires to utilize a variety o f learning 
styles to produce learning outcomes. The instructor guides his or her participants 
through a series of exercises spawned by the learning style o f the participants, and 
the demands of the moment. ITAF frees the student from the predictable comfort of 
rote and status quo conformity. Simultaneously appealing to cognitive and affective 
sides of self, public reality meets intrinsic gift with the focus of an artist. Spontaneity 
builds self-confidence and trust as participants take personal responsibility for the 
learning process.
Seamlessness (Kuh, 1996, Kuh, Kinzie, Schuh, & Whitt, 2005): An 
educational philosophy integrating diverse elements of the college environment to 
augment and inform innumerable learning situations and opportunities. Holistic in 
nature, seamlessness contributes transparent collaboration between the baccalaureate 
lifestyle, administrative support, and professor effectiveness. All elements emphasize 
social interaction for a more complete and satisfying learning experience.
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9Self-Efficacy (Bandura, 1977, 2000): An intuitive learning phenomenon 
where the individual takes personal responsibility for his or her self-understanding 
through agency. Obstacles, fears, or a variety of limitations manifested either by the 
self or extraneously imposed, are transcended through group solidarity, trust, and 
personal motivation.
Theater Improvisation (Spolin, 1963, 1989): A spontaneous, performance art 
form generally perceived as light entertainment. In an educational context, 
improvisation helps participants focus their energy in pressure situations to learn 
through increased concentration. Students intuitively understand the importance of 
transcending status quo limitations in order to achieve deeper levels of self- 
understanding and confidence.
The Self (Hines, 1996): The marriage of intrinsic (private) and extrinsic 
(public) spheres of consciousness creates a holistic model for student growth and 
development. Affective and cognitive spheres of consciousness are united by action 
to free the individual from personal restraints, fear, and defensive reasoning. The 
result transforms self-doubt into problem-solving skills and abilities.
Transformational Learning Theory (Mezirow, 1991): A cathartic event of 
self-discovery. The learner "transforms" personal limitations, old habits, and fondly- 
held attitudes and beliefs because they no longer work effectively. New insight 
enables the student to move forward toward his or her life goals.
Summary
Chapter 1 describes the significance o f the ITAF, why it fulfills an important 
gap in the literature, definitions of terms, and limitations of the study. Chapter 2 is 
the literature review including improvisation theater as teaching technique, self-
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
efficacy and learning, flow of consciousness as a state of creative focus, 
transformational learning, and classroom environments. Chapter 3 presents the 
method used in the study. It includes purpose and objectives, sample selection, 
procedures, and analysis. Chapter 4 presents findings. Chapter 5 provides 
discussion, conclusions, and recommendations.
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CHAPTER 2
LITERATURE REVIEW
This chapter discusses the conceptual framework of improvisational theater 
and its place within the context of undergraduate teaching and learning. The review 
explored theoretical principles of improvisational theater as teaching technique, 
learning outcomes, and the effect of emergent self-awareness phenomena as part of 
the teaching and learning process. The psychology behind improvisation is examined 
through self-efficacy, personal responsibility, and collaboration. The role of 
environment is also explored as a fundamental requirement for safe learning 
practices. Next, an exanimation of transformation and change is made. The review 
concludes with a look into meaning making, critical reflection, and how students’ 
educational outcomes are practiced in the real world and assessed through the 
student classroom journal.
Improvisational Theater as Teaching Technique
Each of the following authors adopts a different teaching technique for 
improvisational theater training. Although the individual styles are unique, 
researchers approached their work from student-centered perspectives.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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Hodgson and Richards (1979) remarked that theater improvisation "is as 
natural as talking and moving" (p. 13). Callery (2001) advocated an action-oriented 
approach to mirror real life, inventing exercises and identifying training principles 
for turning students’ ideas into reality. Halpem, Close, and Johnson (1994) explained 
the universal significance of improvisational theater in education and wrote that 
participants learned from each other because the environment and attitude of the 
teacher provided a conduit for the flow o f intrinsic thought. Bentley (1968), one of 
the most referenced theater scholars of the 20th century, chronicled improvisational 
theater as the single most important element in producing effective staging of 
dramatic works. Moreover, Bentley believed that theater arts should not be 
considered elitist, aloof, or exclusively geared for the culturally sophisticated alone, 
but be attractive to persons from all walks o f life.
Appel (1982) was renowned for the aerobic and anaerobic conditioning 
demands she placed upon her students. Committed to making her students strong in 
body as well as mind, Appel believed that physical and mental discipline was 
synonymous with a successful improvisational training program. At Chicago’s 
famous Goodman School of Drama in the 1960s and 1970s, Appel distinguished 
herself for a realistic approach to the art o f acting and directing. Students new to the 
program were inevitably overwhelmed and confused by her demands for intense 
physicalization, especially when students were forced to demystify her technique on 
their own. A true innovator of groundbreaking significance, Appel’s aggressive
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teaching style and holistic philosophy transcended many o f the traditional rules 
prevalent in theater training at that time.
Hodgson and Richards (1979) detailed how theater improvisation, often 
delivered in original and ingenious ways, required meaningful communication 
between participants and a willingness to respond authentically whenever 
challenging situations arose within the unpredictable environment of the 
improvisation classroom. Hodgson and Richards acknowledged that once students 
learned to focus and respond "in the moment," they became better prepared for 
dealing with the eccentricities of real life. Hodgson and Richards studied the 
structure of theater improvisational exercises and determined that they motivated 
change within students by inspiring the person to move beyond status quo 
perspectives.
Theater improvisation also delivered opportunities for more radical teaching
techniques through graphic illustrations of the human condition. Calling attention to
an oppressive culture, Artaud (1958) regularly exploited injustice and inhumanity in
the staging o f his work. Artaud was greatly influenced by the genres of Dada and
Surrealism, whose “more than real” characteristics heightened performance intensity
through a style o f gritty realism seldom attempted by the popular theater of his day.
Artaud understood that the heightened reality of his “Theater of Cruelty” delivered a
rawness o f existential intensity that could not be ignored.
A violent and concentrated action is a kind of lyricism: It summons up 
supernatural images, a bloodstream of images, a bleeding spurt o f images in 
the poet’s head and in the spectator’s as well. Whatever the conflicts that 
haunt the mind, I defy any spectator to whom such violent scenes will have
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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transferred their blood, who will have seen the extraordinary and essential 
movements of his thoughts illuminated in extraordinary deeds, (p. 82)
For Spolin (1963), years of teaching children led her to appreciate their
honest sensibilities for making intelligent and creative choices. Spolin discovered
that although children lacked the experiences o f adults, they also possessed fewer
fears and resistances. Adjusting her teaching style to the mind of the child, Spolin’s
teaching technique perceived her students from an adult’s perspective,
communicating respect and encouraging maturity. Under those circumstances,
Spolin discovered that development and growth occurred within the student because
her training carried students’ perceptions and awareness to the level of art.
The first step towards playing is personal freedom. Before we can play 
(experience), we must be free. The personal freedom to do so leads us to 
experiencing and thus to self-awareness (self-identity) and self-expression, 
(pp. 6-7)
The notion o f collaboration, environment, and art were demonstrated as early 
as the 1930s when Spolin worked for the WPA in Chicago. At that time, Spolin 
helped adults utilize their talent by initializing street performances, neighborhood 
awareness, and recreational projects at Hull House. Spolin engaged her students on 
physical, intellectual, and intuitive dimensions simultaneously, a lifelong trademark 
of her innovative style. These distinctions established a teaching focus that 
continued to evolve over many decades, helping students overcome personal 
obstacles and environmental resistances.
Callery (2001) designed improvisational workshops around the rhythm of 
music, sound, and movement as a technique to liberate students from the predictable
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routine of traditional theater training. Unlike most improvisational artists, Callery 
did not place great emphasis on dialogue; instead she drew creative inspiration from 
politics, the seasons, and everyday topics which evolved into extraordinary evening 
performances.
Slade (1968) examined why so many aspects o f modern education are 
anachronistic, demanding students’ time and energy while doing little to promote 
effective learning practices. In spite of this situation, Slade concluded that students 
can transcend imposed limitations by continually heightening artistic expression. To 
accomplish this end, Slade increased student motivation by becoming interested and 
actively engaged in their lives. The personal contact helped him determine a specific 
course of action for each individual simply by listening. In life, artists “hear the 
notes that others don't hear” (p. 233) arising from a greater depth o f perception.
Slade discovered that intuitive insight was a metaphor for interpersonal 
communication when it led to more productive teacher-student relationships. For 
example, in the midst o f one improvisational workshops in England during World 
War II, a group o f new students expressed their gratitude for a sequence of exercises 
that resulted in developmental insight. "Sir, me and my mates want to thank you very 
much. It was fabulous. Absolutely fab. What I want to know is, why wasn't we 
taught this in school?" (p. 241).
W iener (1998) contributed a non-theatrical form o f im provisation called 
Rehearsal for Growth (RfG). The author recalled that the field of psychotherapy has 
historically employed improvisational principles, but within a context very different
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from traditional performance theater. Wiener achieved significant results utilizing 
RfG. He stated that patients achieved greater levels of understanding because the 
impetus for growth came from within, and not from an authoritarian figure ordering 
a direction for change. Wiener traced this groundbreaking strategy to Moreno, who is 
generally considered the father o f psychodrama.
RfG explored new iterations of improvisation technique including sculpted 
therapeutic rituals, pretend technique, dramatized imaginary pasts and futures, and 
metaphorical enactments. Wiener found that most o f these techniques had been 
applied with other learning and awareness objectives in mind and centered upon 
addiction counseling, marital therapy, and father-absent families. Significantly, the 
strategies were not applied “in the moment” but within authoritarian-controlled 
environments. These circumstances confirmed Wiener’s worst fears over prevailing 
anachronistic teaching techniques for lack of a self-secure therapist.
Wiener demonstrated how optimum learning is produced precisely at the 
moment patient insight reaches consciousness and not retrospectively. He continued 
to write that the therapeutic value of improvisation and its roots center on the 
security of patients knowing that they share themselves within a safe therapeutic 
environment. Confident in this knowledge, Wiener established therapy sessions with 
strong socially supportive systems so that pre-established behaviors could be 
explored, and patients were “free to enact roles and create scenarios without real life 
consequences" (p. 309).
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Oreglia (1968) explained that television situation comedies, films, and comic 
strips drew their sociological messages from 15th century Renaissance playwrights 
and Commedia dell Arte improvisations. In their modem form, these entertainments 
carry covert messages that deliver insight into human nature, yet intelligent 
explanations are seldom supplied to heighten the communication into an educational 
experience.
According to Oreglia (1968), the Renaissance was significant because it was 
the first time playwrights juxtaposed comedic and tragic elements together to 
illustrate the full width and breadth o f the human condition. Bentley (1968) stated 
that the difference between teaching in the classroom and an evening at the theater 
was that knowledge was received “minus instruction.” It was the emotional 
experiences of others tangled in various webs of intrigue that held audiences’ interest 
because they could identify with the universality o f comic and tragic events as if  they 
were their own, self-directedly.
Callery (2001) is credited with developing a postmodern sociological 
approach to improvisational theater featuring self-directed deconstructions of 
stereotypes, public policy, social norms, and other dogma offering clarity to the 
purpose and meaning behind legislation and edicts. One interesting feature of 
Callery’s work was the use of music and the sounds of city life instead of endless 
words to communicate meaning. Also of interest was the use of masks in Callery’s 
teaching and performances. In absence of the spoken word, masks and mask making
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required a high degree o f  faith and courage from the actor because the face o f the 
mask, and the soul of its creator and wearer, were culturally and historically 
intertwined. “Different” understates the reaction Callery’s students experienced as 
they entered a state of normalcy, yet as they reflected upon the reactions from 
passers by on the street they confirmed their new insights by reflecting upon the 
initial risk they had assumed. As group solidarity developed, Callery added 
increasingly sophisticated activities that produced surprising outcomes in order for 
students to test their limitations and discover the unpredictable nature of society’s 
influences on behavior.
It is interesting to note that Callery’s work adopted sociological themes 
because improvisation has the inherent flexibility to assume any purpose or direction 
imposed by the teacher. Even more intriguing is the fact that it was an artist’s 
sensibilities that permitted innovation to have a positive effect on students. Callery 
concluded that students "viewed themselves as a tabula rasa open to creative 
possibilities" (p. 53) and advocated self-discipline in order to take risks and glimpse 
human nature free of pretense: “Self-deception in training will lead to insincerity on 
stage. Be honest as you can with every exercise, both in doing it and the reflecting on 
it” (p. 118).
In another vein, Schon (1983) explained how Russian composer 
Nikolayevich Tolstoy developed a system o f schools where students learned by 
doing because "good teaching required not a method but an art” (p. 65). This interest 
from an artist spawned a notion that education must be tailored to each individual
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student, and that an effective teacher is a patient and compassionate individual. 
Tolstoy saw a need and simply applied his gift. Frost and Yarrow (1989) observed 
how 19th-century Russian dramatist and teacher Constantine Stanislavsky invented a 
popular style o f theater training based on mechanical imitation where specific actions 
were used irregardless of actors’ understanding or personal preferences. Theater 
directors of the day “instructed” their actors when to move, with no concern for why, 
undoubtedly influenced by the excitement generated by mechanical revolution. Frost 
and Yarrow surmise that it is only through retrospect that we see the folly behind this 
social movement, yet we can understand this innovative groundswell captivating the 
arts.
Frost and Yarrow (1989) credited Copeau’s innovative teaching style in the
1920s for the beginning of modem improvisational theater. Copeau used actor-
training techniques that focused on the psychology o f the self, thereby liberating
actors from the imposed structure of the widely accepted Stanislavskyian “method”
by adding a wide diversity of training themes to awaken individual talent and ability.
In no particular order: drama games, improvisation, animal mimicry, 
ensemble playing, writers-in-residence. commedia dell'arte revival, mime, 
mask work, repertoire rather than repertory, community theatre, theatre as 
communion, (p. 20)
Frost and Yarrow cited Copeau’s approach as a major step forward from the 
Stanislavskian-controlled method acting based on mimicking human traits and 
behavior.
It took a long time for Stanislavsky to come to the central conclusions of his 
early work: that a director should be interested in the actor’s process rather 
than trying to dictate a result, (p. 16)
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Stanislavsky’s theory o f acting predated critical reflection theory, contradicted 
improvisational technique, and dichotomized various self-directed theories of adult 
learning because.
Pickering (1997) stated that adults find ways to utilize fondly-held 
recollections of theater games and mask play from their childhood, be it a school 
play, Halloween, or Cowboys and Indians. Pickering wrote that early memories 
were key socializing experiences that taught children how to deal with others 
effectively. These early experiences taught students the importance to play by the 
rules, in that a "dead" cowboy would be very unpopular were he to come back to life. 
Nevertheless, Halpem, Close, and Johnson (1994) wrote that with improvisation, 
"there are no rules" (p. 4) because learning develops from within an invigorated 
social bond. The one rule that can never be broken is group agreement. Once group 
agreement is reached, it bonds the class through gestalt and synergy, allowing each 
student in the social order to feel complete satisfaction with his or her contribution. 
Spolin (1963) wrote that rules are essential in improvisation because “it’s more fun 
that way” (p. 7). Students should express themselves in every way possible, but it is 
the collaborative social order that gives innovation its creative boundaries.
The experiential nature of the improvisation learning process meant each 
student was personally responsible for finding meaning within each classroom’s 
social context. Sawyer (1997b) determined that in order for measurable evidence to 
appear, participants can experiment without fear of subjective judgments from 
pseudo-authoritarian sources because the social order can only thrive. Accordingly,
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all judgments and labels must be jettisoned before developmental needs can surface. 
Therefore, it is the responsibility of teachers to create an environment that permits 
learning to materialize (Sawyer, 2004).
Only a relatively small number of people are able to make direct contact 
between themselves and their environment, and Spolin (1985) determined the reason 
was fear. Consequently, one of the major teaching and learning skills produced by 
improvisation is self-efficacy and the associated ease of teaching and learning when 
the environment is conducive to producing rapport with others. Spolin wrote that the 
simplest moves into the environment often create distractions, which keep people 
from completely focusing on the learning objectives of the self. Persons are 
interrupted by a need for favorable comment or interpretation of reality by 
established authority. “We either fear that we will not get approval, or we accept 
outside comment and interpretation unquestionably" (p. 7). Spolin also emphasized 
the influence of approval and disapproval on students’ ability to learn. Students were 
never told that they performed an exercise incorrectly, because for Spolin, action in 
any form indicated growth and development when it emerged from direct contact 
with the improvisational learning environment.
Because improvisational theater reveals the human condition through the 
spontaneous interaction of its participants (Spolin, 1963), the art form is 
presentational in nature, requiring collaboration and an audience. According to 
Spolin (1986), the learning environment becomes a source for building 
communication skills as students learn to work more effectively with others. The
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audience contributes suggestions for improvement, offers affirmation,
approval/disapproval, and other insights that help to move learning experiences
forward. The associative risk taking of listening to an audience supplying feedback
keeps the improvisational artist cognitively and effectively focused, maximizing
learning opportunities. Spolin (1963) wrote that the effects o f noncompetitiveness
delivered the best results:
Group participation and agreement remove all the imposed tensions and 
exhaustions of competitiveness and open the way for harmony. A highly 
competitive atmosphere creates artificial tensions, and when competition 
replaces participation, compulsive action is the result. Sharp competition 
connotes to even the youngest the idea that he has to be better than someone 
else. When a player feels this, his energy is spent on this alone; he becomes 
anxious and driven and his fellow players become a threat to him. Should 
competition be mistaken for a teaching tool, the whole meaning o f playing 
and games is distorted, (p. 10)
Teaching and Learning
Torff (2005) explained the effect of beliefs and their impact on critical 
reflection in the ability o f teachers to teach and learners to learn. Specifically, beliefs 
about critical reflection were shown to influence how a teacher structured tasks and 
interacted with learners. How these cognitive and effective strategies determined the 
chances for critical reflection (CR) to surface was predicated upon how well teachers 
and students aligned their thought processes with regard to the subject matter.
The purpose o f T o rff  s (2005) research was to study 408 participants 
comprising four groups o f undergraduate students including prospective teachers,
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preservice teachers, and in-service teachers. A control group of nonteachers was also 
included for comparison.
Instruction that used high-CR activities were described as an approach to 
teaching that differed from didactic or low-CR instruction. For example, typical CR 
assignments were those requiring learners to not only recall scientific knowledge, but 
to be able to reason as scientists. Low-CR instruction would require more 
memorization and require less student/teacher interaction.
Participants completed the Critical Thinking Belief Appraisal composed of 
12 prompts or vignettes describing subjects including mathematics, English, and 
science. The CTBA is a four-factor scale that “taps teachers’ beliefs about high 
critical thinking (CT) and low CT activities for high- and low-advantage learners” 
(Torff, 2005, p. 14). The prompts were divided equally between high-CR and low- 
CR activities. For example, a prompt featuring a low CR provided learners with a list 
of policies. The instrument was designed to allow teachers’ beliefs to be assessed 
specifically for high-advantage and low-advantage learners.
Comparisons of preservice teachers and controls revealed both similarities 
and differences between those who chose a teaching career and who did not; 
however, prospective teachers were more favorable toward high-CR activities. 
Consequently, group differences in pedagogical preferences were associated with 
teachers’ self-selection o f their careers. W hen teaching high-advantage learners, 
prospective teachers preferred high-CR activities to low ones. Controls judged low- 
CR activities more appropriate for teaching low-advantage learners. Newcomers to
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the teaching profession were more supportative of high-CR activities. In the final 
analysis, this study proved that critical reflection is a teaching and learn in g technique 
because of its ability to proactively engage cogitative and effective thought processes 
in students and teachers.
Rassuli and Manzer (2005) proved how transcending a teacher-focused 
method to a learner-centered style of teaching required a major paradigm shift on the 
part of the educator. Most persons in higher education believe that a traditional 
pedagogy of the omnipotent professor does not lend itself well to creative and 
problem-solving abilities now more expected from learners. Rassuli and Manzer 
defined traditional as when the teacher is considered the ultimate source o f wisdom 
and knowledge as derived by the ability to perform well on the classroom stage. In 
the traditional setting, students are passive listeners and are expected to command 
long attention spans, retention skills, imaginations, and excellent memories to 
“regurgitate that knowledge and prove their success by passing an examination54 (p. 
22).
Rassuli and Manzer (2005) discovered that in the new paradigm the thrust is 
on student and learner development by becoming closely involved in the learning 
process through active participation. One hundred eighty subjects composing a pilot 
group drawn from six economics principles classes in a medium-sized Midwestern 
university were asked to evaluate a group learning experience. The survey 
instrument was composed of three interrelated segments. There were 12 5-point 
Likert-scale questions (strongly agree-strongly disagree); 12 5-point Likert-scale
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questions regarding team size, group conflict, and interaction; and 12 5-point Likert- 
scale demographics questions including age, gender, and school status.
Three subgroups emerged: Group 1 agreed or highly agreed (87.2%) that they 
had a better attitude toward the course as a result of the team learning activities, 
citing improved problem-solving abilities, more effective communication skills, and 
a better grasp of complex economics concepts. Group 2, or 12.8%, disagreed or 
highly disagreed, citing issues that included driving time to campus and previous 
team learning experiences. Group 3 evidenced neutral responses.
Rassuli and Manzer (2005) found that a learner-centered style of teaching is 
highly effective, underused, and an essential tool in the teaching/learning arsenal.
The researchers recommend that teams be three or four in number, be carefully 
monitored for internal conflict and responsibility issues, and be allowed to make 
decisions and reach conclusions by themselves.
Wright and Lawson (2005) examined the role o f computer-mediated 
communication (CMC) in two large sociology classes at Indiana University. The 
purpose of the study was to add online collaborative learning activities to the 
curriculum of two large sections. Drawing on the concept of “Just-in-Time 
Teaching,” articles and data were posted only at the time an assignment was due. 
Their thinking was grounded in the belief that college students seldom read 
assignments ahead o f time, plus, excitement was generated about what the next 
week’s readings would contain. In addition, Wright and Lawson created and 
developed activities for the computer to help prepare students for classroom work.
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The researchers were motivated by the desire to cultivate a sense of group solidarity 
among small teams within the large-class community.
A total of 250 undergraduate students who were enrolled in two sections of 
Introduction to Sociology at Indiana University participated in the study for 
consecutive fall and spring terms. Students in each class were randomly assigned to 
learning teams, resulting in 25 and 32 teams, respectively.
Wright and Lawson (2005) designed their method around a university-wide 
web-based system called OnCourse where students would access online assignments. 
Data were obtained from the registrar’s office on demographic characteristics of 
enrolled students including historical background, academic achievement, and the 
amount of activity invested in the class web board. The researchers used three 
separate, independent measures of academic achievement including multiple-choice 
quizzes, test scores, and paper grades.
Wright and Lawson (2005) found that student engagement in online groups 
was strongly predictive of better student performance on quizzes, course papers, and 
cumulative final exams in the Introduction to Sociology classes. In addition, findings 
highlight the potential worth of online group assignments for developing 
collaborative learning environments. The researchers underscore the effectiveness of 
midpoint technology, the most technologically sophisticated being the online course. 
In this format students have little face-to-face interaction with the instructor which 
Wright and Lawson argue is an important part of the college experience. With 
computer-mitigated communication, students maintained interest in the class while
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building personal relationships with peers, therefore increasing the exchange o f 
knowledge and information. Here this study speaks to the power of alternative 
teaching methods.
Christensen (2005) studied the reality between the availability o f classroom 
resources and the objectives of teaching and learning. Christensen sited the need for 
better utilization of the learning environment through a diversity o f teaching 
techniques that are inexpensive, yet highly productive. Showcased is the 
replacement of traditional lecture environments dependent on costly, high-tech 
devices with participatory ones. This model advocates a mix of web-based 
materials, in-class cooperative learning exercises, and the application of Just-in-Time 
teaching (JiTT) methods. Christensen administered a survey to large undergraduate 
astronomy classes to determine students’ attitudes to these changes and drew 
comparisons of score averages on selected test questions to assess any changes.
The classes examined were General Astronomy I and II offered at a medium- 
size (7,500) public university comprised of approximately 90% commuters. The 
physical structure o f the classroom is a tiered fixed-seating configuration located 
behind permanent tables that run the width of the auditorium. A computer and 
projector were installed for the most recent classes discussed in this study. All 
statistical data were collected from an anonymous survey given to students the last 
week of classes, the same time as the standard, faculty course questionnaire.
The first change from standard lecture procedures was a simple, optional web 
page with interesting links and online resources. Not surprisingly, 70% of students
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surveyed reported that they had never visited the site. Cooperative learning exercises 
involving random groups of students were highly successful, and contributed greatly 
to the unity of the group. Seventy-two percent o f students surveyed reported that 
working with other students helped them learn by increasing interest in the subject 
through social interaction. In addition, students reported that dealing with multiple 
learning styles helped them understand different perspectives on astronomy by 
working through problems and questions together.
Choi (2006) produced an alternative learning model for knowledge creation 
within communities of practice (CoP) at a large manufacturing organization in 
Korea. Unlike the accumulation of information, which can be easily acquired and 
distributed, Choi stated that true knowledge is difficult to produce and share with 
others because thought is an individual cognitive process o f consideration and 
understanding. However, when many participants collaborate together through 
group interaction, tacit as well as implicit knowledge passes easily among its 
members. Teams in this study were comprised of ten subjects and nonhierarchical in 
nature. The basic structure for each group consisted o f a basic purpose or framework, 
ideas, tools and supplies, a story, a common theme or purpose, and information 
supporting the objective for knowledge acquisition. The subjects o f this study were 
employees at a large electronics manufacturer in Korea. While CoP group sessions 
were supported and encouraged by the organization, participation was completely 
voluntary.
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Utilizing a constructivist learning environment focusing on original thinking 
and knowledge production, 297 subjects comprising 81 teams were administered a 
survey to test the effectiveness of CoP strategies. Findings ranked five factors of 
knowledge creation resulting from CoP activities in the following order: (1) learning 
motivation and desire for learning with team members: average: 3.95, standard 
deviation: 1.03; (2) creation of work-related knowledge and sharing o f expertise in 
CoP participation: average: 3.89, standard deviation: .86; (3) relationship between 
theme and outcome of CoP and performance: average: 3.82, standard deviation: .98; 
(4) Trust among members: average: 3.76, standard deviation: .87; and (5) leadership 
trait of the team leader: average: 3.50, standard deviation: .91.
Choi (2006) concluded that conventional programs purported to convey 
knowledge in schools and organizations have been ineffective and that conventional, 
instructor-led courses need to evolve. Choi affirmed that it is imperative to establish 
learning environments which are different from fixed methods o f education to design 
courses guided by the concept of CoP for the purpose o f fostering learners, and to 
produce creative and intrinsic knowledge within an environment o f collaboration and 
equality.
Cranton and Cacusetta (2004) studied 22 educators from a variety of 
disciplines who participated in a three-year study to find what authentic teaching 
means to instructor and student. How is authenticity delivered into practice? Most 
faculty interested in advancing their teaching skills turn to how-to literature, 
workshops, and discipline specific conferences on teaching. According to Cranton
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and Cacusetta, the problem with these approaches is they seldom take into 
consideration individual teacher’s personal preferences, personality, values, and 
ways of coping with life in the real world that are authentic. The assumption is that 
what works well for one teacher will work well for all. Cranton and Cacusetta 
believe that when teachers bring their sense of self to the classroom, they develop 
their personal style and thereby communicate with their students in a genuine way.
Twenty-three faculty members from three university campuses in the 
Maritime province of Canada participated in this study. Most were nominated by 
colleagues and administrators familiar with the meaning of authentic teaching, and 
the participants represented both new and experienced teachers from a variety of 
disciplines.
Cranton and Cacusetta (2004) conducted interviews, observations, and focus 
groups as the design for their study. Interviews concentrated on the teacher’s life 
story. Once a sufficient bond of trust was established, the researchers attended the 
participants’ classes to observe. After sufficient observations, focus groups helped 
the researchers pinpoint categories and themes. The constant comparison method of 
analysis was then applied to the data.
Four emergent categories including self, relationship, context, and critical 
reflection concluded that teachers cannot be authentic and not care about students. 
Participants were clear that self-awareness played a key role in their teaching and 
helped them form meaningful relationships with their students. In fact, interviews 
with teachers focused on their relationships with students more than any other topic.
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Cranton and Cacusetta (2004) identified a paradox for teachers between adapting to 
and becoming a confirming member o f society or developing one’s own way in the 
world of teaching by becoming an individual within that society.
Lilly and Bramwell-Rejskind (2004) studied the dynamics of creativity and 
teaching. The researchers premised their study by stating that creative teachers are 
often perceived as energetic, supportative of their students, knowledgeable in their 
field, and somewhat eccentric. Creative teachers host welcoming and comfortable 
classrooms, often producing cooperative, friendly, and interested students for 
whatever subject is being taught.
This study addressed two research questions: Is creative teaching the product 
of highly intelligent individuals who have developed something novel and beneficial 
to society? and is creative teaching the self-expression, inherent in all, predicated on 
the ability to access and express a unique personal and cultural perspective?
The focus here is a case study of one teacher and her ability to work 
creatively with university students in a class titled Teacher Education on Instructing 
Diverse Learners. The participant is an awarding-winning teacher with over 20 years 
of experience in private, college, and university settings in Canada and England. In 
addition to teaching in college and university environments, she lectures and delivers 
workshops for teachers and university professors around the world.
Lilly and Bramwell-Rejskind (2004) designed a research technique that 
applied an evolving systems approach to the case study method. It featured a single 
case design with a holistic unit of analysis intended to deliver personal insight for the
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reader. Classified as an instrumental case study design, the researchers continuously 
compared five components of the design throughout the analysis process including 
purposes, conceptual context, research questions, method, and validity. Following 
this procedure, Lilly and Bramwell-Rejskind sought to conceptualize the phenomena, 
then unveil elements which contributed to the creative teaching technique. Interviews 
with the participant were coded by pattern and theme using conceptual, holistic 
groupings. Data triangulation focused on subject interviews, observation, 
foundations for data interpretation, selected interpretative alternatives, and cultivated 
assertions about the case.
Dynamics o f creative teaching involved multiple macro-processes between 
teacher preparation, connection with self and student, critical reflection, temporal 
teaching constraints, feedback, and an overall awareness between teacher and 
student. It was found that teacher preparation depended greatly on the dynamics 
generated in the classroom, and the subject worked hard to exceed student 
expectations. Reflective teaching in the context of this study described the constraint 
of action research. Action research refers to ways teachers conduct in-class research 
to improve their practice. The biggest teaching challenge in this study centered on 
class size and the teacher’s struggle to build and maintain rapport with 146 students. 
Performance feedback between teacher and student was largely verbal and carefully 
monitored for mood, receptivity, and other signs that the students understood course 
content. Additional communication was maintained via electronic mailing. Within 
these and other contexts, creative innovation was regularly applied as the teacher
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listened to alternatives, suggestions, new ideas, and recommendations from her 
students. By implementing these teaching techniques the class evolved in its capacity 
for growth and learning.
Shore (2004) provides an instrumental collective case study of in-depth 
descriptions and change that transpired in two Multiple Intelligences (Ml)-based 
teacher preparation courses. MFs application to teacher education and teaching 
technique can be seen in the relationship between MI theory and adult learning 
theory, as teachers are adult learners. Shore stated that as adult learners, teachers are 
naturally drawn to real-world applications of learning to inspire their students and 
they apply the technique of critical reflection to help students make the connection 
between experience and learning. MI theory also supports learners’ self-directedness, 
another favored learning technique among adult educators. Self-guided projects, 
through which adults take personal responsibility for their learning, becomes 
applicable in the world of work because of the role personal responsibility plays 
when making decisions and choices.
The purpose of the study was to explore the changes that developed in two 
teacher preparation courses that supported the use of MI theory. The research 
question asked, “How does Mi-based instruction in teacher preparation prompt 
teacher change?”(Shore, 2004, p. 116). Two teachers were selected by the researcher 
with sufficient experience, resources, and flexibility necessary to participate in the 
case study. Subjects were undergraduate students who volunteered for the research
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project. Section 1 of the study included 17 participants; Section 2 included 18 
participants.
Initial data collection involved a quantitative survey and background 
information supplied by the student participants. The Teacher Educator Multiple 
Intelligences (TEMI) instrument was then administrated to participants. In addition, 
lesson plans, course syllabus data, and student needs assessments comprised 
triangulation criteria. Moreover, student interviews were conducted randomly with 
25 of the total 35 participating student subjects. Final teacher reflections were 
submitted in writing to Shore, who subsequently held reflective discussions and took 
copious field notes. Additional themes and questions emerged, including the 
likelihood that in-service teachers will use IM theory and practice in their 
classrooms. These outcomes may supply further study.
Shore’s findings drew two conclusions. First, student centeredness is a 
valuable mentality to embrace for teacher education, and second, not all students will 
be receptive to MI instruction. Although the majority o f students embraced MI 
theory and practice, there were those who did not. For them, it was a matter of 
learner preferences, or the ability of the teacher to effectively reach the student. It is 
also significant that some students expressed a preference for more traditional, 
lecture-based instruction.
W elker and Berardino (2006) admit that the lines between traditional 
education and online distance learning are blurring. The researchers describe blended 
learning as the middle ground between traditional classroom learning and fully
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online instruction. Twenty-two faculty and 38 students participated in this study at 
the State University o f New York Institute of Technology in the School of Nursing 
and Health Systems. Faculty respondents taught a total of 14 blended courses with 
240 enrolled students based on an average class size of 20.
The unit o f analysis in this investigation was the design of blended learning 
courses with attention to the types of instructional material delivered through 
instructional technology and the effect when combined with traditional classroom 
instruction. In addition, the researchers explored the reaction of faculty and students 
to the blended learning classroom experience.
Participants were administered Likert-type surveys (A and B) on perceptions 
held about blended learning. Eighty-six percent of responding faculty reported no 
change in the quality of student work performed online and 91% stated that there 
was no change in final grades as opposed to traditional classroom instruction. Forty- 
five percent of the responding students were first-time participants in hybrid learning 
classes and 55% reported that they had participated in two or more. Welker and 
Berardino determined that those who love blended classes really love them, and vice 
versa.
In the final analysis, the researchers conclude that the distribution of grades 
and student learning outcomes are the equivalent or better than traditional classroom 
instruction. Direction for further research points to the differences between social 
classroom dynamics and the relative solitary environment of the computer screen.
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Love and Kruger (2005) studied the relationship between teacher beliefs and 
students’ achievement in urban schools serving African American students. 
Successful teachers created a community of learners not unlike an extended family, 
perceived teaching as a calling, and held high expectations for the success of their 
students. Several perceptions for successful instruction centered on (a) drawing on 
African culture and history, (b) promoting the location of self in a cultural and 
historical context, (c) helping students create new knowledge based on life 
experiences, and (d) treating knowledge as reciprocal.
Love and Kruger (2005) stated that no researchers had previously created a 
measure to determine teachers’ culturally relevant beliefs or examined how personal 
beliefs align with student achievement. An important consideration with regard to 
teacher training, lesson preparation, and delivery is that Love and Kruger created a 
survey that measured teachers’ culturally-relevant beliefs.
The researchers selected six schools that primarily served African American 
students. Five schools located in the metropolitan Southeast participated in two 
university-based programs where the primary investigator was actively engaged. The 
sixth school was located in another city in the southeastern United States.
Study 1 participants included 244 teachers, paraprofessionals, counselors, 
instructional specialists and others. Participants self-identified as African American 
(48%), Caucasian (42%), Latino (7%), Indian/Asian (3%), and N ot reported (7%). 
The survey included 48 statements to establish culturally relevant beliefs and 
practices o f teachers. Level of education ranged from no degree to a doctorate.
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Study 2 participants included 50 of the 244 teachers utilized in Study 1. It 
correlated the survey items found in Study 1 with the standardized achievement 
scores o f students (N=l,432) taught by the 50 teachers. Student achievement was 
measured using standardized scale scores for the advanced skills component for 
mathematics, reading, and language arts.
Findings for both studies revealed that knowledge, teaching as a profession, 
teaching practices, and students’ needs and strengths supported or achieved 
endorsement o f most culturally relevant statements. All agreed that learning from the 
students was as important as teaching them and that teaching students to think 
critically is essential. Teachers in this study believed that teaching is an art form 
involving creativity, flexibility, and attention to students’ responses to lessons. 
Moreover, teachers believed in the importance o f students’ race, culture, and 
ethnicity and they regularly connected world events to students’ lives. 
Simultaneously, teachers affirmed the two color blind statements, meaning they did 
not distinguish race or culture and instead saw just children.
Yazici (2004) studied student perceptions of collaborative learning in 
undergraduate operations management (OM) classes. With an emphasis on today’s 
global work environment, the researcher prepares students by raising their comfort 
levels for more effective communication through collaborative exams, projects, and 
role plays. Yazici describes the need for the ability to design courses to facilitate 
cooperative learning environments so students can learn from each other through 
interaction.
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Yazici (2004) assigned students collaborative exercises designed for 
operations management classes, then administered surveys to assess the impact 
assignments had on students’ quantitative understanding of OM principles, critical 
thinking, self-empowerment, and communication. Ninety-four students enrolled in 
a required OM class over two semesters served as participants. Seventy-seven were 
seniors and 17 were juniors. Thirty-eight percent were marketing majors, 23% were 
finance majors, 16% were management majors, 10% were accountancy majors, 6% 
were economic majors, 4% were information systems majors, and the remaining 3% 
were undecided business majors.
A questionnaire based on a Likert-type scale was prepared to measure 
students’ perceptions and was divided into three sections. Section one was designed 
to measure students’ comprehension of OM principles and concepts, and section two, 
critical thinking, communication, and team building skills. Section three focused on 
whether or not collaborative activities initiated by the instructor were perceived as 
beneficial to students’ learning. A reliability analysis was conducted to verify the 
scale and create validities of the survey. Cronbach alpha values ranging from .8371 
to .8700 indicated the questions accurately measured the three sections of inquiry.
The results revealed that participants had a better understanding of OM in a 
collaborative instructional learning environment based on a five-point scale 
(M=4.20). Moreover, the results also showed that the students felt confident with 
their critical-thinking, problem solving, and communication skills as a result of 
collaborative learning (M=4.07-4.15).
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Roth, Tobin, Crambo, and Dalland (2005) examined the role of two or more 
teachers taking responsibility to produce an alignment of the learning process among 
different educator personalities and teaching techniques. The synchronization 
operation acted as a “jazz session” where spontaneity contributed an improvisational 
element to classroom instruction. Within this environment, stakeholders became 
actively involved including teachers, researchers, student representatives, and 
supervisors.
Participants were high school students in a large city in the northeastern 
United States. The school has more than 2000 students, 98% of whom are of African 
American descent. The school is organized into small learning communities, or 
“schools within a school.” Each is comprised of approximately 200 students and 
organized around a different core design comprising the total curriculum. Each small 
learning community involves seven to ten teachers who are headed by a coordinator.
Roth et al. (2005) drew upon a variety of qualitative research methodologies 
appropriate to school contexts including ethnography, discourse analysis, and 
microanalysis approaches in order to study the dynamics of social practices in a 
large, urban, academic environment. In addition to writing observational and 
theoretical field notes, the researchers videotaped lessons and cogenerative dialogue 
sessions, interviewed students, and audiotaped teacher-related discussions. Finally, 
an available online internet dialogue forum for teachers was utilized to capture ideas 
and articulate procedural questions and concerns.
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Roth et al. (2005) generally integrated different strata of social analysis into 
their research findings. The researchers seek macro-, meso-, and microlevels of 
heuristics for orienting their analysis to social contexts. These three orient 
themselves respectively to dialectically relevant phenomena of social structure, 
organization and institution dynamics, and concrete action which reveals itself 
through the interpretation of ethnographic observation, frame-by-frame video, and 
audiotape analysis.
Data interpretation and analysis concluded that the integration of multiple 
instructor education was generally seamless and beneficial to the student population. 
Teachers in group practice tended to assume the tone and manner of colleagues, 
resulting in a smooth integration of lessons for faculty and students. Students were 
focused and captivated by elements of teacher personality, passion, overall 
knowledge, and wisdom. Chemistry clearly existed, brought about by a consistency 
of teacher mission and personal responsibility to the teacher-learner commitment. In 
the final analysis the old adage that two heads are better than one clearly applied to 
educators devoted to their calling.
Learning and Environment
Although the following authors may write from different perspectives, their 
influence regarding learning and environment are intrinsically linked. If  some 
connections may seem dissimilar, they still support the research questions driving 
this study by contributing a diversity o f insight.
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Spolin (1986) believed that the best way for students to learn was through the 
confidence to take risks within a safe learning environment. Students reported that 
fears and resistances, common to many classroom settings, were eliminated when 
students felt that they did not have to be defensive. Spolin discovered that when 
students were engaged in improvisational exercises, anxiety and stress were 
displaced by heightened awareness because more of the individual’s substance was 
actively engaged. The combination of risk and trust delivered highly intelligent 
solutions to the acting problems her exercises presented. Insight often arrived 
unexpectedly, underscoring the importance of action to support one’s ability to think 
and solve problems.
Hodgson and Richards (1979) stated that "the qualities needed for the best 
acting are also those needed for the fullest living" (p. vii). The authors discussed the 
self-awareness an actor must possess to believably play tragic and comedic 
dimensions of the human condition within a vast realm of situations. Interaction 
generated by the demands of the environment established a setting that determined 
how people should appropriately communicate with each other. For Hodgson and 
Richards, the cultivation of life’s skills depended on how successfully individuals 
dealt with the challenges the environment presented and how closely they related to 
its reality. Both writers thought that actor training increased worldly awareness 
which would demonstrate, often with great subtlety and nuance, the ebb and flow of 
human existence. By doing so, audiences gained insight to transform their own 
limitations.
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In another vein, Schon (1983) related learning and environment to thinking in 
action. Professionals learned to solve problems in their organizations by carefully 
tracking mistakes, and then making changes accordingly. Once again, it is the 
environment that established the circumstances, which created an uncertain situation, 
and the practitioner must make the necessary adjustments to fix it. Schon wrote that 
solutions in business require an “artistic performance” to respond to complexity that 
appears to develop in a seemingly spontaneous way. In addition, managers sense the 
need to become creative in their decision-making processes as they learn to respect 
the responses o f personnel within the business setting. By mastering their daily 
environmental uncertainties, professionals can make more aware and informed 
decisions in the face of uncertainty to make their organizations more successful.
Perry (1970) remarked, “I have indicated no direction for a student to move 
except forward” (p. 119). Consequently, no matter how challenging the 
circumstances the environment presents, only a learning process can move the 
individual forward in his or her education. Perry admitted that undergraduates 
frequently experience a state of retreat and despair in life, where, for environmental 
or social implication, progress is temporarily halted. Cognitive and affective 
development enters a state of repose because the psychology of the student is 
overwhelmed. Should no course o f action be taken, certain natural abilities, 
including social skills, can enter a state of hibernation until meaningful contact is
reached through educators or a transformation of significant implications triggered 
by environment.
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Epstein (1994) detailed how the science of psychology and its associated 
reflective unconsciousness phenomena have greatly influenced the relationship 
between environment and learning. Simultaneously appealing to the self on cognitive 
and affective levels, Epstein referred to learning mechanisms as adaptive systems 
that automatically, effortlessly, and intuitively process experience in spite of present 
beliefs and attitudes. Developmental change takes place when something different 
or unusual happens to shake up awareness. The initiative can only come from the 
environment. Acceptance or rejection of circumstances arrives through the influence 
of a realistic and pragmatic instructor capable of motivating students to transcend the 
limitations of the status quo.
Epstein cited Freud (1927) as the authoritative source for initiating modern 
thinking between humanness, learning, and environment. Freud stated that the only 
element that kept experience from consciousness was repression, a phenomenon 
initiated by the unconscious defensive protective side of the self. For Freud, defense 
mechanisms were not hard wired, but rather temporary artificial creations prompted 
by the influences of environment. Unconscious repressions block new learning until 
reawakening occurs through meaningful experience and intrinsic comprehension. 
Epstein reasoned that a successful learning environment produced a balance of 
correct, yet individualized, dynamics leading to transformational change. In other 
words, dysfunctional defense mechanisms existing only because the individual 
thinks about them over and over again became expunged, breaking a cycle of
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defensive behavior. Through the influence o f a healthy learning environment, 
individuals find reason to relinquish the hold of negative behavior and feelings.
Cialdini (1998), studying the illusion of invulnerability and motivation, 
reported that mechanisms of resistance to persuasion were predicated upon the 
believability of the authority figure controlling the environment. If students felt 
comfortable in their classroom, they were more willing to learn than in those where 
they did not. Environments which flaunted authority resulted in diminished 
motivation and feelings of fear and apprehension.
Brockett, Hiemsta, and Penland (1982) described a healthy learning 
psychology as participant centered, rising above the petty criticism and judgments 
that often infiltrate hegemonic classroom environments. The researchers emphasized 
that leadership in the classroom is a two-way street, requiring self-awareness from 
both teacher and student. Alter (1990) described theater artists as experiential 
learners because their work environment forces them to comprehend life as 
phenomena that can only be understood through awareness of the self. Life becomes 
an intense experience transcending mediocrity and plebian pursuits because learning 
dynamics appear in heightened, often avant-garde circumstances, either through a 
formal text or improvisations. The cultivated internal power to make sense of reality 
leads to an ever widening appreciation for humankind.
Grow (1991) discovered that students became self-directed when real-world 
experiences connected with classroom activities, thereby accelerating cognitive 
achievement. Brookfield (1993b) confirmed that self-directed learning is highly
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dependent on environmental experiences, motivational perceptions, and the sense of 
mutual respect among participants by establishing a sense of place. Candy (1991) 
agreed that once a safe learning environment is established by teacher and 
participant, its events create self-perpetuating cognitive inquiry and effective recall 
that sustains the individual no matter how significant the challenges.
Refining their earlier principles, Kuh, Kinzie, Schuh, and Whitt (2005) 
studied how university environments and conditions played a role in creating a 
“living” educational philosophy. Student engagement is the key element to academic 
success, especially in terms of the professor’s commitment to teach each individual 
student, but it is the profound impact of the collaborative learning environment that 
maintains and reflects universal development and growth. Passion for the work 
enhanced these roles because it recapitulated and confirmed the collaborative 
learning experience.
Delahaye, Limerick and Hearn (1994) imagined Knowle’s (1970) original 
andragogical-pedagogical orientation not as a continuum, but instead as moving 
away at right angles perpetuated by the eccentricities o f learning environments. The 
position that andragogy consisted o f a different set of assumptions than those 
governing pedagogy were founded on the belief that learning was not controlled 
through the teacher, but by the environment. Knowles (1980) rewrote his subtitle for 
Modern Practice to reflect this change in perception and thereby reconceived his 
seven principles as a way for teachers to guide learning transactions instead of 
dictating them. This juxtaposition of the leadership role allowed students to develop
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their own natural potentialities through interactions with the environment. In other 
words, what Knowles did was reconfirm the need for cooperative learning 
environments by the awareness of creative mechanisms for mutual planning and 
procedures.
Knowles (1980) anticipated Schon (1983) in detailing the diagnostics of 
experience and its consequences. Looking to improve performance, Knowles 
understood the wisdom of students’ feedback through an accurate system of 
recordkeeping that pinpointed mistakes and showed ways to avoid them in the future. 
Within the freeform context of a collaborative learning environment, Knowles 
realized that learning objectives must be based on participants’ needs and interests so 
that new activities can evolve accordingly. A sufficient commitment of energy and 
resources can now be invested because clear directions for improvement have 
already been determined. Educators can now assess the quality of initiatives by 
evaluating and rediagnosing needs for further learning. Similar examples of 
Knowles’s seven principles can be found in Schon’s (1983) Planner’s Interpersonal 
Theory, in that the comparison provides a real-world link for describing how 
reflection and personal responsibility challenge learners to exceed the status quo. 
Based on increased self-awareness, students look through dependencies, needs, and 
worn-out beliefs to glimpse transformative insight. Instead of passing judgment on 
others, or censoring the flow o f new information, self-discipline and personal 
responsibility liberated adult learners to see reality with heightened perceptions.
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Insight into the dynamics of the self percolated up because the learner
received personalized, individual attention, underscoring a primary objective of
student and teacher communication. The role of personal responsibility taps
students’ intrinsic thinking, helping them achieve insight into a broader, more
personal vision of the world. In other words, the ruminations of a static self are
stirred, opening the door to new perspectives. Schon (1983) revealed his
interpersonal theory for practitioners in terms of seven values and strategies to
sustain learning and growth no matter how difficult or challenging an environment
may become. Because the achievement of tasks is better than not achieving them,
holding proactive and positive attitudes teaches students to conquer intrinsic
obstacles by demonstrating this strategy through example.
1. Achieve the task as I define it. 2. In win/lose situations with others, try to 
win and avoid losing. 3. Avoid negative feelings, such as anger or 
resentment. 4. Be rational, in the sense of "Keep cool, be persuasive, and use 
rational argument.” 5. Control the task unilaterally. 6. Protect yourself 
unilaterally, without testing to see whether you need to do so. 7. Protect the 
other unilaterally, without testing to see whether he wishes to be protected, 
(pp. 226-227)
Schon’s (1983) principles underscore the conviction that taking action is 
essential to peak performance in the classroom. Until individuals have acquired the 
skills necessary to turn thoughts and temperament into practice, inherent ability will 
unlikely be fully tested. In addition, it is significant that Schon focused on both 
cognitive and affective skill sets, a critical step for successful teaching practices.
In order to grasp the big picture o f how important taking action is for the 
learner, the person must understand the dynamics behind why we do that which we
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do. Acting well or badly in interactions with others challenges the individual 
socially, and in the world o f work, presents difficult obstacles that often are learned 
through trial and error. By understanding the intrinsic self, the professional can "seek 
out connections to the client’s thoughts and feelings" (p. 300). Whatever the 
preferred approach, self-confidence may be the most influential factor that 
determines an individual’s capacity for agency whenever the need arises.
Bandura, Barbaranelli, Caprara, and Pastorelli (1997) wrote that the form of 
agency an individual is most fluent in determined how preferences were made. 
Bandura wrote that agency can take many forms including personal initiative, the 
urging and prompting of others, and collective agency. “Each of these expressions of 
agency is rooted in belief in the power to make things happen” (p. 24).
Taking action seems to draw its influence from both cognitive and affective 
spheres o f consciousness, thus triggering psychomotor activity. Students who 
process information emotionally as well as rationally seem to produce results that are 
more holistic and all-inclusive in scope (Epstein, 1998). The emotions provide 
personalized feelings that become a tantalizing catalyst for self-expression.
Cognition supplies ways to process ideas in the brain. Combined, both dimensions 
deliver transformational awareness, action, and development that produce new 
learning and move undergraduates forward in their life.
The social structure within the traditional classroom was generally tuned 
toward cognitive, content-centered study and the less structured learning-how-to- 
learn environment might trigger defensive resistances. Under these new and unusual
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circumstances, making contact with the multiple sides of self could prove daunting. 
Conger (1982) observed that "the student may react first in any of its three domains: 
(a) the cognitive, (b) the affective, (c) the psychomotor” (p. 127). If censorship 
occurred because of a perceived breach in established decorum, or if  challenges are 
perceived as too difficult, or too much energy was consumed with silent thoughts of 
doubt, the affective private fears of giving the wrong answer would trigger feelings 
of self-consciousness, preventing psychomotor action. In Heckhausen’s (1991) 
study, the confidence to take action bypassed the censoring brain because self- 
efficacy "controls the unconscious processes that keep the action on course and 
protect it against competing intentions” (p. 185). Heckhausen is consistent with 
Spolin’s (1963) point of concentration, Csikszentmihalyi’s (1975a) flow of 
consciousness, and Mezirow’s (1991) transformational learning theory in that the 
power of the student to remain focused amid potential distractions prevailed, 
provided a secure learning environment is established.
Snyder and Kendzierski (1982) wrote that sustained concentration on a single 
goal or intention would become convoluted if fear or doubt seeped into 
consciousness. Under these circumstances the learning environment loses its 
effectiveness. This situation may occur when focus becomes interrupted because 
self-consciousness intervened or unfamiliar challenges were poorly presented. 
Nevertheless, student solidarity could invent a connection of humanistic processes, 
creating a natural intervention to reestablish the expanding territory of thought. 
Bandura and Cervone (2000) stated, "self-doubts create an impetus for learning, but
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hinder adept use of established skills" (p. 213). Consequently, the ability to tune out
distracting voices and ruminations were more easily accomplished when redirected
by a course o f action. In addition, Lilly and Bramwell-Rejskind (2004) stated that
creative learning environments are not exclusively all original, but frequently call
upon past experiences to feed original ideas.
Epstein (1998) explained cognitive-experiential self-theory (CEST) as an
eclectic synthesis of existing personality theories because "each had something to
offer, and each had serious limitations" (p. 212). Limitations centered on the
person’s ability to take full advantage of environmental situations. Under ideal
circumstances, individuals remain receptive to self-exploration provided the leader is
reassuring and upbeat. Epstein wrote that taking action helped clarify internal and
external discrepancy through initiative. The reward was insight and illumination
which were previously unavailable. Epstein contrasted this notion with a construct
that the existence of an individual self is indeed rationally viable because people
have views about themselves and each other that can obviously be measured
scientifically. The grounding for self-perception studies is based on the principles
dictated by the environment. The question Epstein pondered was whether or not self-
knowledge led to growth and development since every individual has a well
developed self-theory already in place.
Like it or not, [everyone] automatically constructs a personal theory o f reality 
because it is the nature of the human brain to make sense of experience, and 
there are emotional rewards for doing so. Thus, a personal theory of reality, 
although cognitive, is assumed to be emotionally driven. Like learning 
theory, it assumes that the schemes in a personal theory o f reality are
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primarily learned from emotionally significant past experiences, (pp. 212-
213)
Within the classroom environment, challenges are presented to motivate and 
expand comparisons and frameworks. Csikszentmihalyi (1965) wrote of a 
phenomenon where initiative and concentration became inextricably linked called 
flow of consciousness which emerged from his research with artists. Through flow, 
all energy is directed toward a mental objective allowing for complete concentration. 
Because distractions are kept to a minimum, intrinsic and extrinsic forces are joined 
simultaneously to produce highly satisfying and productive results. Under these 
circumstances, environment and creator are one. With only limited interference to 
obstruct the creative process, Csikszentmihalyi discovered how thought completes 
focus, leading to many of his subjects becoming prolific in their life’s work. Flow of 
consciousness was found to exist in many diverse enterprises including painting, 
motorcycle gangs, and rock climbing (Csikszentmihalyi, 1990a).
Personal Growth and Development
Spolin (2001) found that throughout the improvisational training process, 
personal growth and development were achieved when students allowed themselves 
an undeterminable level of psychological vulnerability by taking action. Drawing 
upon over 50 years of teaching experience, Spolin concluded that the degree of 
students’ vulnerability was directly related to the security o f the classroom 
environment and meaningful teacher contact. Students’ past experiences, life style, 
and level of self-confidence were the raw materials to be naturally developed 
through improvisational technique. The “spiritual” integrity o f the art form helped 
participants transcend personal limitations because a spirit o f community and
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solidarity took learning to a higher level. Spolin encouraged her students to fearlessly 
express themselves in extraordinary ways so that the reality o f the experiential 
classroom could be applied to the challenges of life.
Schlossberg, Lynch, and Chickering (1989) studied how life’s challenges 
affected undergraduate students. Two decades of research were distilled into seven 
principles which focused on developing competence, managing emotions, 
developing autonomy, establishing identity,.freeing interpersonal relationships, 
developing purpose, and establishing integrity. Chickering (1969) called these seven 
tasks "vectors of development because they have direction and magnitude, which 
together create a force for human development and change” (p. 18). Findings 
pointed to policies, practices, and institutional conditions as essential components of 
a memorable and productive undergraduate experience.
Schlossberg, Lynch, and Chickering (1989) concluded that contact between 
teacher and student was essential for development to occur. The data reported that 
good teachers were approachable, easy to talk to, and interested in students. In 
addition, good teachers invited students’ views and encouraged discussion, were 
concerned about students’ progress, and made themselves available to help students 
with problems. Finally, evidence showed that faculty who were most accessible to 
students in the classroom also permitted high levels of interaction outside of class.
In another model, Perry (1970) produced a scheme, or continuum, that 
identified undergraduate student development across nine stages of evolution ranging 
from a strict dualism of right or wrong authoritarian dependency to a state of
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existential open-mindedness and personal responsibility. The researchers discovered 
how participants functioned intellectually, how they experienced personal values, 
and the unique and varied ways in which they made sense o f reality.
Originally conducted in 1970, this mammoth study was assisted by the 
Bureau of Study Counsel at Harvard University. Its method and findings are 
reviewed here. The first sample consisted of 31 students: 27 from Harvard and four 
from Radcliffe in the class of 1958. The second sample consisted of 30 students from 
the class of 1962 and 79 from the class of 1963, for a total o f 109 participants. 
Eighty-five students attended Harvard and 24 attended Radcliffe. Data collection 
resulted in a total of 464 interviews. Perry devised a measure called a Checklist of 
Educational Views (CLEV) which was administered at the start o f the school year.
At the close of the spring term, a letter requesting an audiotaped interview was 
mailed to all participating students.
Questions were open-ended and general in nature: “Would you like to say 
what has stood out for you during the year?” followed by: “As you speak of that, do 
any particular instances come to mind?” (Perry, 1970, p. 8). As Perry saw patterns 
emerge, he learned to read between the lines in order to hear the true voice of the 
student. For those students reflecting authentic growth and development, the data 
revealed a high degree o f individuality, challenge, and creative problem solving in 
matters including academic work, the social life of college, and extracurricular and 
employment situations. CLEV indicated a high degree of personal resolve, moving 
toward a fully existential state of being. Those few participants who appeared less
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transparent in their interviews evidenced less movement in their development by 
deflecting the researcher’s questions. These participants appeared more dualistic in 
their thinking.
Kolb (1984) described the cycle o f learning and explained how individual
characteristics and proclivities determined students’ satisfaction with different styles
of teaching. Kolb’s dimensions of learning preferences included concrete
experiencing (CE), which involves full and unbiased involvement in learning
*
experiences; reflective observation (RO), or intrinsic contemplation o f one’s 
experience from various perspectives; abstract conceptualization (AC), which 
includes idea formulation and integration; and active experimentation (AE), which 
propels new ideas toward a course of action. According to Kolb, how students prefer 
to learn and how teachers prefer to teach are steeply based on individual preferences.
How well the college experience spills over in to the world of work is the true 
measure of the learning experience. Baxter Magolda (2000) studied interpersonal 
maturity in 39 young adults in the eight years following their college graduation and 
the complex conditions contributing to or detracting from the personal growth and 
development process. Baxter Magolda cites alcohol, hazing, discrimination, too 
much focus on themselves, and too little on others as major obstacles. Moreover, 
young adults obsess over what others think about them and struggle to develop an 
adequate self-identity. All o f these perceptual issues consume massive amounts of 
time and energy which could be applied more effectively. Therefore, agency and 
communion, a state of being with others, became the focus of this study.
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Baxter M agolda chose a constructivist perspective for her longitudinal study 
in that meaning making is a time-intensive process. The study was divided into two 
phases: college and post-college. The 39 participants were participants in a 12-year 
study that began when the students entered college. The study began with 101 
traditional age students (51 women and 50 men) who attended Miami University of 
Ohio. Interviews were conducted using open-ended questions and an inductive 
analysis to allow all possibilities to emerge. The interviews became more informed 
as the researcher cultivated rapport and refined the question-and-answer process.
In a continuation of this study Baxter Magolda (2004) examined both her 
own and her subjects’ personal epistemological evolution and the transformational 
effect of questioning knowledge and self. Epistemological Reflection (ER) for 
researcher and subject paralleled each other as assumptions about the certainty of 
knowledge evolved over time. Socially constructed and context-bound, multiple 
realities were found based in conflicting assumptions, all of which became a 
constructivist conceptualization that was affirmed or denied through interpersonal 
relationships and self-identity.
Randomly selecting participants from the freshman class assured a 
representative sample needed to determine a broad picture of development. Open- 
ended questions to address the domains of the previous research relevant to 
intellectual development yielded an interview guide. In other words, the interview 
guide therefore had face validity and yet was open to new possibilities of 
interpretation. The random sample resulted in participants from all six divisions at
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the university. The method resulted in rich stories grounded in the MER rating 
system. The process involved categorizing an initial set of MER responses according 
to Perry’s (1970) continuum.
Findings pointed to dissonance from multiple directions in year three of the 
study, the most salient dissonance stemming from incongruence between Baxter 
Magolda’s data analysis and the impressions of the participants gleaned during the 
interviews. This marked the first intersection between researcher and participants’ 
respective journeys.
Fenwick (2000) discovered five theoretical perspectives that inform 
experiential learning. (1) reflection: examines experience and the construction of 
knowledge as a process initiated and sustained by the learner and transferred to new 
situations; (2) interference: a psychoanalytic perspective that blends conscious 
thought with unconscious impulses and how the student deciphers the conflict 
through self-awareness; (3) participation: Fenwick looks toward the educator to 
arrange activities where learners become more attuned to the constraints o f different 
real-life situations; (4) resistance: a radical cultural perspective where knowledge 
and power are demystified through the unlocking of rigid and narrow categories of 
meaning; and 5) co-emergence, which describes the relationship between learner and 
environment. Participants make meaning of experience with an ever expanding 
system o f cognitive and effective tools for dealing with change. From a cultural 
perspective, co-emergence serves in the emancipation of personal freedom. Fenwick
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
57
concluded that experiential learning prepares learners for the often confusing and 
blurring effects o f  making sense o f reality.
The originator of the Emotional Intelligences (El), Gardner (1999) learned 
how all college students possess a host of intangible skills and feelings which must 
be developed to help them intuitively sense solutions to life’s problems. Trust, 
insight, and sensitivity occur when skills are applied and tested socially. Intrinsic 
feedback resulting from experimentation helps to strengthen perceptions and increase 
the frequency with which El are applied in real life (Gardner, 2001).
Heckhausen (1991) distinguished motivation, goal setting, execution, and 
post phase as four dimensions an individual passes through as he or she contemplates 
whether or not an objective under consideration is worthy of long-term commitment. 
Especially when faced with new or challenging situations including transformation 
or critical reflection, individuals’ perceived ability to cope with the consequences of 
their actions may postpone the necessary motivation to act decisively. In the learning 
environment, the instructor’s technique supplies the spark to motivate the students 
onward to their developmental goals.
Svinicki and Dixon (1987) delivered an explanation o f how professors could 
incorporate Kolb’s (1984) four modes of learning preferences into a single course 
offering. Concrete experiencing would involve laboratory observations, text 
readings, simulations, games, and fieldwork. Reflective observation includes logs, 
journals, brainstorming, and discussion. Abstract conceptualization achievement 
encompasses lectures, model building, projects, and analogies, and active
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experimentation encourages simulations, case studies, fieldwork, projects, and 
homework. Professors, therefore, would expand their own capacity for teaching, not 
only from a knowledge base which is undoubtedly absolute, but from utilizing 
students’ unique cognitive and affective perspectives resulting in better 
comprehension of the material being taught. Baxter Magolda (1989) stated an equal 
percentage of students learned best from each of the four learning style preferences 
and she made a case for teaching techniques that incorporate all four styles into 
curriculum initiatives. The objective is to establish an acquaintance with alternative 
learning styles, thereby expanding students’ capacity for growth and development 
through the appreciation of individual differences.
Kuh et al. (2005) determined that clarity of mission makes space for 
individual differences, helping to secure and refresh meaningfulness in the 
student/faculty relationship. In other words, no one, single, typecast blueprint can 
guarantee academic or teaching success. Chickering and Reisser (1993) found that 
students’ mental health greatly affects their ability to function well in higher 
education and successfully engage in learning processes. Qualities highly successful 
students possessed included self-esteem, self-acceptance, self-actualization, self- 
determination, a clear and realistic perception of the self and environment, the 
capacity to understand and relate to what one sees and hears, and the ability to work 
with others.
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Schwarzer and Luszcynska (2006) determined that self-efficacy is facilitated 
by a personal sense of control. When people believe that they can take action to 
solve a problem by themselves they become more inclined to take action and feel 
more committed to this decision. Within the self-revealing improvisational theater art 
form, participants are brought together through spontaneous initiative. Polsky (1980) 
wrote about his work with gifted children at Hunter College. Improvisation training 
built self-efficacy when undergraduate college students learned that it was 
permissible for them to continue to trust their inherent creative gifts even as they 
entered adulthood. Polsky discovered, that many students labeled as slow came out of 
their shells to set and achieve higher goals in other classes as a result of 
improvisational theater training.
Bandura (1977) described self-efficacy as two cognitively-based mechanisms 
governing motivation and action. The first is anticipatory, operating through 
forethought, where favorable scenarios are symbolically represented in the 
imagination and plausible outcomes repeatedly affirmed. The ability to sustain goal 
objectives seemed to depend on the strength of the imagined outcome, the urgency of 
the situation, and a thoughtful, pleasurable sequence of events that magnify the 
anticipated outcome. For example, if an individual can form a visual image of a 
successful business presentation or victory in a sporting event, he or she will increase 
the likelihood of achieving peak performance. The greater the belief and confidence 
in the course of action, the greater the intensity of cognitive and effective activity.
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The second mechanism for cognitive motivation centers upon internal standards 
governing an individual’s expectations and the self-evaluative appraisal o f one’s 
performance. In other words, the higher the performance standards, the greater the 
anticipation of success. Although the standards for performance and the reward of 
goal attainment need to be significant, they must not outstrip the individual’s ability 
to achieve them.
Wiener (1998) determined that good relationship functioning is critical to the 
improvisational theater process because it produces useful metaphorical images for 
all participants. These images can then serve as a technique for persons to practice 
ways that promote growth and development in relationships. Wiener explained, "The 
riskiness of exploring unfamiliar roles and behaviors, although giving up much of the 
accustomed control over the future, is a growthful yet stressful challenge" (p. 309).
In a nutshell, Wiener encapsulated the importance o f self-confidence to a well hewn 
college experience.
Bandura, Reese, and Adams (1982) wrote how more timid students might 
begin to build personal self-efficacy through the observation of the more adventurous 
leaders in a group.
In one strategy, perceived self-efficacy is raised in phobics from virtually 
non-existent levels to pre-selected low, moderate, or high levels by providing 
them with mastery experiences or simply by modeling coping strategies for 
them until the desired level of efficacy was attained, (p. 4)
Bandura, Reese, and Adams (1982) found that psychological strategies can
achieve results where other techniques may fail. Individual action, which is self-
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motivated, overrides even acute personal resistances to produce growth because 
resultant self-efficacy triggers a response in persons that is authentic and m eaningful.
Bandura (1992) discovered that acquiescing from positions o f limited 
awareness transformed personal requirements and needs that were habitual, or 
common, in content. For example, Bandura offered an example of one subject who 
played the role o f a dumb blond because it was the only identity she ever knew, and 
it remained very effective in her adulthood. When self-awareness was achieved, she 
intuitively recognized an opportunity for growth and development was released from 
within herself. Student insights of a spontaneous nature helped learners construct 
positive achievement scenarios. Often boldness of this nature is only perpetuated by 
individuals comfortable with self-transforming risk. Nevertheless, once students 
transcend prescribed standards, they open the door to levels o f self-efficacy and 
renewed confidence. Bandura’s students transcended dependency and explored a 
perspective of thinking with feeling by developing “anticipatory scenarios” where 
they would visualize successful outcomes. Many students built self-efficacy as they 
practiced taking creative leaps of faith in developing their personalized vision for the 
future. With self-created scenarios, Bandura’s students were able to promote 
initiative and cultivate motivation. Those individuals unable to form a link between 
the cognitive and affective sides of self tended to visualize only failure scenarios 
which undermined performance by dwelling on how things can and will usually go 
wrong.
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Bandura (2000) confirmed that self-imposed difficulties and private thoughts 
can be difficult to understand cognitively because they are often disguised by the 
meanderings percolating up from the unconscious dimension of the affective self. 
Once the intuitive, intrinsic side of self is accepted by students, a delicate balance 
must be maintained so that the individual understands when and how affective or 
cognitive spheres can be kept in a state of equanimity in spite of new realizations. In 
other words, if  a person worries too much, affective emotions will influence or 
overwhelm cognitive rationality and valuable energy will be squandered. Another 
price paid is in the loss of efficacy, if  the self struggles to repair the imbalances 
without direction or guidance from a trusted mentor. Finally, Bandura reminded the 
reader that whatever the source of internal distress, it is not the sheer frequency of 
disturbing thoughts, but “the perceived helplessness to turn them o ff ’ (p. 21).
Transformation and Adult Education
Making a distinction between the experiencing agent and the object of 
experience is misleading. The agent brings her own frame o f reference. To 
understand others, one must gain access to their lived experience so as to 
clarify and elucidate the way they interpret it. (Mezirow, 1996, p. 160)
According to Mezirow (1996), objective reality is controlled by proven
scientific fact, leaving little room for other interpretations. As a result, the objective
reality of students’ learning depended on how well the individual assimilated
information and accepted the word of others in an effort to collect as many facts as
possible. On the other hand, the interpretist’s paradigm sees reality based on the
needs of the learner and his or her personal capacity to understand existence
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according to experience, environment, and unique comprehensions formed by daily 
life.
Mezirow (1991) identified ten phases of learning which directly challenged 
old beliefs and assumptions which do not work anymore. These challenges are 
traumatic for adults because of the familiarity of attitudes and behavior, yet it is the 
same precise energy that makes new insight so profound. According to Mezirow, 
transformation can be seen as an art form for its transparency, truthfulness, and 
ability to reveal with scientific precision the human condition on many different 
levels.
The number one characteristic according to Mezirow is a “disorienting 
dilemma” which takes the participant out from under the easy comfort of the status 
quo. Transformational phenomena are established by the learning environment and 
depend on the maturity and openness of the adult participant. In other words, one 
must live some life to recognize the will to change. The unusualness of 
transformative newness alerts students to the resistances that often accompany 
change by placing the senses on high alert.
Second is the willingness of participants to critically self-examine the 
influence of affective guilt or shame arising from new information, when a 
disorienting dilemma is called into consciousness. According to Mezirow, it is the 
nature o f the self to either reject or make sense o f ambiguity. Because an adult 
learning environment respects the demands for knowledge to occur, defensive 
resistance is transformed intellectually. By taking control o f this power, Mezirow
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continues, adults achieve control of their lives by becoming lifelong learners. 
Learning phenomena associated with ambiguity and resistance are anticipated 
because adults become confident in their ability to master them.
Third, students make a critical assessment of personal assumptions as 
illuminated by insights triggered through classroom activities and real-world 
application. This is a reflective process which reevaluates former intellectual and 
emotional trauma through the lens of new insight. This juxtaposition offers students 
a basis for comparison for understanding the meaning of new experience, as well as 
providing pause for determining its consequences.
Mezirow’s fourth and fifth principles deal with the increased responsibility 
that accompanies knowledge. Since it is the fear of intellectual responsibility that 
blocks the acquisition of learning for many students, Mezirow determined that its 
arrival must be prepared for via a well functioning self-image to complete the 
transformative process. Mezirow is vague on how this is accomplished because it can 
only transpire on a case by case basis; however, a case study would be revealing. 
Nevertheless, a clear sense of purpose and focus, the hallmarks o f adulthood, are 
required to transcend intrinsic disorientation, fear, or chaos as students develop 
confidence in their ability to think for themselves. Self-efficacy is reinforced through 
the enthusiasm and rapport between teacher and students as mutual trust increases. 
Mezirow has made many famous recommendations in support o f these 
transformative processes. They develop in real time and etch undeniable detail into 
students’ lives by illuminating the capacity for change.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
65
Sixth in Mezirow’s catalogue for transformation is maintaining a consistent 
course of action. This determination is initiated through a healthy self-image. Within 
this setting, students can quickly decide their strategy and work through ambiguity 
by setting their thoughts into action. The acquisition of knowledge and skills for 
implementing a reflective plan illustrates Mezirow’s seventh principle, the cognitive 
and affective juxtaposition between the learning environment, critical reflection, and 
the real-life application of insight and knowledge.
Point eight, the provisional testing of new roles and relationships, correlates 
to the degree o f risk assumed by students to confirm transformations in daily 
activities. Such are the conditions students must face when dealing with others as a 
result of new attitudes and behavior. Examples include an estranged significant 
other or employment situations. Mezirow’s ninth principle called for sustained 
confidence from positive feedback. New roles and their effect on relationships 
complete the transformative process as one’s hard-fought critical reflection must be 
integrated and maintained on a day-by-day basis.
The outcomes described in this section can only be reinforced through 
practice. Mezirow (1998) extended his thinking by determining that judgmentalness 
and defensive attitudes were unfortunate consequences of life’s journey on becoming 
fully developed adults. Although calculated lesson plans may seem accepted and 
understood by students, they must be made real through action, and that requires 
adults to believe in themselves. Mezirow further determined that if  one risks 
experiencing anything new, doubt and resistance will surely persist. These obstacles
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must not deter the individual in his or her quest for transformation, thereby making 
critical reflection an important element. Due to its private intrinsic nature, focus in 
the present becomes a necessary discipline to block out familiar negative voices.
The challenge, therefore, is to become fully involved by cultivating a healthy sense 
of the self and seek to develop rapport between teacher and student to create an 
environment that supports learners in their quest for personal development.
Mezirow (1998) believed that self-aware individuals can anticipate the 
unpredictable nature of reality as a natural part of life, but in matters of teaching and 
learning, students may insulate themselves from the uncertainty o f new experience if 
the learning environment is highly authoritarian. Mezirow (1991) stated that the 
advantage o f transformational learning theory for undergraduates centered on the 
fact that its success was dependent on the students’ ability to critically reflect on 
experience. This is a new phenomenon for persons barely on the cusp of adulthood 
and who are highly dependent on the opinions of others. Nevertheless, Kent and 
Gibbons (1987), Candy (1991), and Brookfield (1993b) stated that college students 
are capable of assuming the same degree of responsibility as older adults, provided 
the opportunity is presented within an environment where personal responsibility 
serves as a replacement for static authoritarian control.
Smith (1990) described transformation as a fundamental part of his leaming- 
to-leam philosophy and a phenomenon that can take many forms. In addition to self- 
awareness described by others, Smith wrote that educators should help students 
become more active learners in order to broaden the individual’s repertoire of
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learning strategies. Like other writers, Smith places emphasis on improving group 
inquiry and problem-solving skills to stimulate brainstorming and participation.
Candy (1991) explained how self-directedness can mean many things to 
different people. Some imagine self-directedness as a solitary activity similar to 
critical reflection carried out in a library or the privacy of one’s home or office. 
Others believe self-directedness can only be performed in a group. Whatever the 
circumstances, if  the lone individual can take action to effect growth and learning, he 
or she is independently involved in self-directed pursuits. In conjunction is the life 
skill of discipline because the person can learn in the absence of an authoritarian 
figurehead.
Mezirow (1996) examined the dichotomy between Western rationalism and 
the interpretist paradigm of the cognitive revolution. Western rationalism represented 
knowledge as absolute, existing independently from the attitudes and subjective 
feelings of individual students. The interpretist paradigm described alternative 
perspectives, which, Mezirow wrote, led to personal transformations. Reality and its 
meaning existed regardless of language because truth was a simple matter of the 
meaning of words:
The most significant learning is that which enables the learner to understand 
and shape his or her behavior to better anticipate and control the real world, 
ideally established by scientific test. (p. 159)
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Theater training capitalizes on most o f the transformative principles Mezirow 
(1996) described. Transformation occurs in the theater because students escape 
familiar personality roles and behaviors either through an improvisational exercise or 
formal script. Transformational contexts are induced through the dramatic because 
heightening experience is at the core of theater performance, as Artaud (1958) 
proclaimed. For the actor, it required physical and mental perspicuity; however, the 
objective is different because the focus is on entertaining an audience (Eldredge, 
1996). Either way, the student steps outside the familiarity o f self to explore reality 
from new directions, thereby finding different levels of human nature. 
Transformation may appear at any point of personal risk: when “becoming” a dog or 
a cat, for example, or the Spolin (1963) exercise “See the tree. Let the tree see you.” 
In these exercises, a shift of perspective triggers change that is both freeing and 
fantastic. Students were forced to see reality unlabeled. Not that it’s a tree and it’s 
green and has leaves, but to just see it free from prejudice.
Other transformative techniques emerged from the work of Appel (1982) and 
Eldredge (1996) in the form of facades, masquerades, or playing mythical creatures. 
For papier-mache mask wearers, transformative risk is delivered with the aid of a 
prop. On one level, students had something to hide behind, yet from a more profound 
psychological perspective, students were stripped of familiarity in all o f its 
ramifications. The individual was freed to explore new areas of the self by becoming 
whomever, or whatever, the mask revealed to its wearer. Callery (2001) set a tone for
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experiencing the mask through the type of vernacular typical in the arts: "As such, 
the mask wearer is seen as the custodian of spiritual power. In some cultures only 
designated people are permitted to wear them" (p. 50). Callery’s perspective sets a 
tone of heightened reality beyond day-to-day cultural humdrum which generally 
occupies students outside the arts.
Spolin’s (1986) addendum for improvisational training supplied theater 
students with a new perspective leading to transformational opportunities that were 
similar to Bandura’s (1992) anticipatory scenarios theory, where students used 
imagination to inspire action and spur themselves forward with psychological insight 
and wisdom. Csikszentmihalyi (1975) discussed the power of imagination to 
promote change through concentration in the sense that only the individual can be 
truly in command of learning opportunities.
These scholars centered their theories on the type of intrinsic awareness and 
self-motivating forces that are central to the world o f the artist. The effect is 
transformational because there is less room for negative thoughts and fears to enter 
awareness because concentration and focus are complete, exclusively on the work at 
hand. Caruso and Clemens (1992) determined that by studying the theater arts, 
students intuitively realized the moment they achieved knowledge because the 
transformational impact of playing a character replaced the students’ true 
personality. In other words, the actors become the character they play and, in the 
process, discover the mysteries of life.
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It is ironic that two very diverse disciplines, the theater and education, can 
achieve teaching and learning results from so distinctively different methods. As 
Grotowski (1970) stipulated, good actors become masters of all aspects of their 
learning to portray the human condition with integrity and compassion. Moreover, 
the phenomenon Grotowski described underscored a plethora of techniques 
administrators, students, and teachers have at their disposal when creative 
perceptions are transformational within educational contexts.
To further contrast these two distinct disciplines, adult education students 
strive for transformation through self-direction while theater students transform 
through the abdication of the self. In spite of this stark contrast, it is easy to discern 
the difference in philosophy between theater and adult education; nevertheless, they 
both seek identical learning outcomes. Only perception can account for the 
difference. Frost and Yarrow (1989) addressed this question. When faced with a 
live audience, concentration is increased because of the performance situation. The 
best skills of the actor are heightened because the energy generated between actor 
and audience is a win-win situation. The theater audience is the motivation for 
transformation because private critically reflective study of the script and work in the 
rehearsal hall are a prelude to the clarity and intelligence the actor must deliver on 
stage. It is in this way that theater students complete their cycles o f learning (Kolb, 
1984). By virtue o f its attendance, an audience wants actor and production to 
succeed and it voices its support through attention and applause, spurring ensembles 
to do their best work (Halperen, Close & Johnson, 1994).
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Callery (2001) referred to transformation as an unmasking o f a student’s 
psyche because the "mask of self," or the enigma of humankind, is revealed by the 
transparency o f the improvisation art form. This humanness, according to Callery, 
imbued a sense o f mission and larger-than-life contributing purpose to the classroom 
learning environment. Callery stated new experience gleaned while under mask 
juxtaposed one’s usual reality with extraordinary feelings and attitudes delivering 
personal insight requiring only instructor-led recapitulation to complete the cycle of 
learning.
Critical Reflection and Learning
The field of Adult Education addresses critical reflection through diverse 
pathways including organizational training (Goldstein & Ford, 2002), self-directed 
learning (Brookfield, 1993b; Candy, 1991; Knowles, 1970) and learning how to 
learn (Smith, 1990). These theories require risk taking on the part of students in ways 
that are similar to the tenets of improvisational theater. With improvisation, the 
participant reflects upon unique interpretations within the context of an 
improvisation, or formal script. With the help of the director, students make 
changes, sometimes cutting monologues and soliloquies if they do not make sense 
reflectively or prove too difficult to stage (Hodgson & Richards, 1979). Mezirow 
(1991) defined critical reflection as "making decisions or taking other action 
predicated upon the insights resulting from reflection” (p. 108). Transformative 
learning, he wrote, may result from the creation of meaning schemes as part of the
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reflective action process. Mezirow found that critical reflection is “the most 
significant form of emancipatory learning” (p.94) because the individual is solely in 
complete control.
Knowles (1984) explained critical reflection in the following terms: "It is a 
process in which individuals take the initiative, with or without the help of others, in 
diagnosing their learning needs, formulating learning goals, identifying appropriate 
learning strategies, and evaluating learning outcomes44 (p. 171). Juch (1983) defined 
critical reflection as "the conscious ability of a human being to continue to learn 
alone with no dependency on teacher, fellow student, or anyone else” (p. 4). The 
criteria supporting this ability include self-awareness, initiative, self-direction, and 
control. In addition, Juch explained that the responsibility placed upon the educator 
is significant and must be rigorously observed to maintain a constructive pedagogical 
relationship between teacher and learner. Many of Juch’s concerns are predicated on 
ethical principles that break the anachronism of student dependency. Juch cited this 
approach as labor intensive, although it delivers “the highest quality in learning 
outcomes” (p. 8).
Clearly, there is increased commitment on the part o f the educator to meet the 
needs o f individual students. Dembo (2000) stated, “if the individual completes 
daily tasks that do not reflect long-range and intermediate goals, he or she will be 
busy doing things, but will not be productive” (p. 68). Applying critical reflective 
principles in the classroom enables students to stay focused on their goals and 
objectives through feedback provided by the instructor. The teaching of critically
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
73
reflective learning requires considerable energy and skill, still foreign in too many 
undergraduate courses (Torff, 2005). In addition, psychological health is required in 
order to build rapport and trust between student and teacher so that critically 
reflective perceptions do not conflict with the reality of lessons and classroom 
environment. As Yazici (2004) explained, maintaining equanimity can be a very 
challenging proposal because teachers must be critically aware o f comments which 
may carry a negative connotation and affect vulnerable students struggling to achieve 
maximum learning outcomes.
According to Yazici (2004), negative comments or situations producing 
negative effects should not be greeted with defensive posturing, but simply 
addressed in keeping with the transparent tenets of critically reflective classrooms. 
Clearly, teachers’ attitudes toward themselves and their work are a pivotal element in 
the critically reflective learning process requiring the highest level of integrity (Choi, 
2006).
Basically, theater art students and adult education students seem to seek the 
same objectives for growth and development, with only the context appearing to be 
different. Each description of the critical reflection learning process stressed the role 
of intrinsic self-awareness, self-confidence, discipline, and personal integrity. When 
improvisational theater and education are combined in theory and practice, “we can 
see how students can grow to learn and understand the effectiveness o f a well 
conditioned self because of the potential to become autonomous and personally 
responsible for one’s education” (Caruso & Clements, 1992).
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Spolin (1963) invented a technique that illustrated the intrinsic conflict which 
may arise when disorienting events occur. Spolin’s method brought awareness to 
potentially confusing situations before they could derail a critically reflective 
opportunity. By purposely deconstructing stereotypes, Spolin helped students 
intellectually overcome the bite of cognitive dissonance. For example, when 
students were told to point to a motorized conveyance with four wheels, usually 
referred to as a car, they were told to say “washing machine” or “dog.” Spolin’s 
students walked through downtown Chicago and pointed at objects, labeling them 
differently from what the word symbolically represented, the juxtaposition kicking 
the brain out from under usual and customary labels. The red-and-blue barber shop 
pole became elevator; a parking meter, umbrella. Students could feel their brains 
reeling, struggling to reject the wrong answer. Spolin’s game captured, in the 
moment, our dependency on symbolic language and offered alternative levels of 
understanding in moments of critically reflective solitude.
Spolin (1963) believed that the skill of critical reflection was fundamental to 
a good mind. Individuals must first be comfortable with themselves before they can 
discover the personal freedom necessary for an accurate and sustained interpretation 
of reality from critically reflective perspectives. Spolin (2001) carried her thinking a 
step further and stated that reflection is often highly subjective, yet it is the power of 
subjectivity that releases genius. The objective of education was to bring 
illumination and guidance by helping students reach their full ability amidst an often 
confusing and contradictory world. This quest, Spolin wrote, inspired theater
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students to trust the scheme of things and capture with intrinsic clarity the 
meaningfulness learning environments so richly provide.
Critical Reflection and Journal Writing
Critical reflection has been found to be a significant component of student 
journal writing. Gil-Garcia and Cintron (2002) determined that adults make more 
sense of meaning in work and life when they put experience into a written format.
By self-reflecting on paper, the writer becomes more objective than is often possible 
in the ever-quickening pace of daily activities. Grumet (1992) found that individuals 
who examined their lives autobiographically processed experience more completely. 
Subjects became more self-accepting of inherent strengths and weaknesses although 
there was no guarantee human flaws would be overcome. Pickering (1997) stated 
that in adulthood, persons reacquaint themselves with former dramatic experiences 
because it refreshes social and creative skills. Pickering observed that dramatic 
activities in real life allow individuals to connect more intensely with experience and 
reflect in greater detail upon their personal developmental history. Vivid experience 
set to word on paper allows students to evaluate their individual progress. Through 
recollection, students know themselves more completely by realizing how they have 
matured in their development (Grumet, 1992). Zulich (1991) wrote that self-analysis 
and journal writing liberated growth and development through the benefit of critical 
reflection. In addition, dialogue between experience and self made stressful
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situations easier to understand for pre-service teachers because the solitary process of 
authorship encouraged transparency.
Juch (1983) wrote that reflective writing has proven to be a challenging 
concept for students accustomed to traditional teaching methods because thinking 
through ideas and having confidence to express them on paper may fall into conflict 
with the view of the professor. Juch wrote that by elevating the fear, students 
demonstrated diminished ability to articulate continuity of thought. Epstein (1998) 
wrote both cognitive and affective domains are elementary to reflective writing 
because simultaneous involvement galvanized thought and motivation with purpose 
and cause. Fully engaged individuals brought an action orientation to their writing 
style instead of filling up the page. Furthermore, Earley (1994) stated that when 
persons are involved in learning situations that require the simultaneous activation of 
writing skills, students find their experience more compelling because they are 
functioning on increasingly sophisticated levels of reflective consciousness.
Cavaliere and Sgroi (1992) stated that in reflective writing, students evaluate 
their problem-solving prowess through cognitive alacrity. These are products of self- 
awareness and the skill of self-discipline, key components o f student development. 
Private reflective thought helps people make sense of experience, especially when 
cognitive and affective perceptions are chronicled in writing. In addition, textually 
supported experience and its augmentation confirm learning and experience because 
the individual can re-read entries at a later date.
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Cavaliere and Sgroi (1992) described critical reflection as a solitary process,
taking place beyond the learning environment, yet the process helps individuals
make sense of experience and chart a course for future intellectual activity. Schon
(1983) accepted the notion of education as art form because o f the symbiotic
relationship between extrinsic experience and intrinsic reflection. Schon elaborated
upon the capacity o f critical reflection to keep educator and student on track with the
ever changing demands o f learning and development:
But in actual reflection-in-action, as we have seen, doing and thinking are 
complementary. Doing extends thinking in the tests, moves, and probes of 
experimental action, and reflection feeds on doing and its results, (p. 280)
Writing the Journal
The concept of journal writing to facilitate the learning process has achieved 
mixed results. One study (Klishis, 2003) examined the combination of critical 
reflection and knowledge construction in children and how reflective writing serves 
students by making them agents of change. Children in this study reflected on what 
type of person their teacher was and whether or not the teacher matched the child’s 
personal theories, expectations, and beliefs. Preservice teachers were then asked to 
reflect upon their own classroom memories and connect them to successes and 
failures in their own life. Because memories are basically historical artifacts, 
accuracy of recollection was always suspect, and the preservice teachers had 
difficulty determining if their memories were real, fabricated, or imagined.
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In another study, Torosyan (2000) examined undergraduate student journals 
in order to rate students’ progress on Perry’s scheme of epistemological 
development, which ranges from a dualism of right or wrong teacher dependency 
through a multiplicity of possibilities, and finally, an ultimate existential, student- 
centered relativism. Torosyan asked her students difficult questions unusual to the 
undergraduate curriculum to discover evidence o f cognitive thought, original 
thinking, imagination, and critical reflection. Questions, including how to deal with 
noisy neighbors and where tap water comes from, forced her students to think 
outside the box and articulate original ideas in journal text.
Lynch (2003) discussed problems to avoid when implementing journal- 
writing assignments in the classroom. Lynch underscored the importance of 
communicating the journal-writing process from a constructivist perspective: 
specifically, how each individual’s mental framework is uniquely dependent upon 
his or her life experiences. The study was problematic for Lynch because the journal- 
writing process was entrusted to mathematics teachers who did not adequately 
understand the purpose o f student journal writing, and they were unable to connect 
the journal-writing assignment to the understanding of mathematics. Focusing on 
mathematics classrooms, Lynch attempted to determine the role of written 
communication in the learning process because "writing in mathematics can be a 
vehicle for students to construct their own mathematical meaning" and "writing 
about mathematics helps students make sense of the world" (p. 13). Unfortunately, a 
disconnect occurred between the vision of the researcher and the agenda of the
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teachers in charge. Miscommunications and chaos created sustained confusion for 
the assignment, and the concept of journal writing as data failed to be successfully 
incorporated into the learning process.
Lynch (2003) concluded that reflective student journals and classroom 
environment help undergraduate students achieve their educational goals. The 
reflective process allowed participants to assess skills and abilities unavailable 
during class time. The challenge for educators, Lynch wrote, is to produce the right 
environment for the full potential of the student to take form. True to the 
socialization of healthy collaborative environments, college students can become 
comfortable with the instructor and each other similar to an art form perspective in 
order for content to create meaningful student development.
Fisher (1996) and Torosyan (2000) concluded that content-centered, subject- 
oriented teaching styles best described the teaching methods most undergraduate 
students receive. These methods are described as traditional and less self-directed 
than experiential initiatives. Torosyan (2000) concluded that the absence o f journal 
writing in the classroom is often a matter of perception on the part o f educators and 
how they choose to utilize the technique.
Dewey (1904) stated that authoritarian-based learning was inevitable and 
invented early in the history o f a very young America when reading, writing, 
arithmetic, and discipline formed the core of educational values. Centuries have 
passed and students now voice anticipation for more practical results from their 
college experience. As Choi (2006), Cranton and Cacusetta (2004), and Kuh et al.
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(2005) explained, students want to work creatively with others to establish and test 
the limits of their abilities. In addition, with the escalating costs o f education, time 
constraints, demographic shifts, and the modern responsibilities of life, students hold 
high expectations for their college years. These distinctions underscore the 
motivation behind why many students choose self-discipline and empowerment over 
dependency when given the opportunity to truly learn (Sawyer, 2004). Today’s 
students face ever- growing challenges and world-wide dangers that require 
increased levels of personal decision-making ability, confidence, and action. As 
Spolin (1963) famously stated, in order to make education more meaningful, students 
must face the uncompromising and unpredictable realities of the real world unafraid.
Summary
This chapter reviewed the literature that demonstrated how improvisational 
theater is applicable to serve higher education as an important and innovative 
resource for learners. The review indicated a gap between traditional teaching and 
learning and the influential effects of improvisation techniques. Components 
examined included self-efficacy, transformational learning, and critical reflection. 
Students’ journal writing as data was examined, as well as an overview of how 
intrinsic and extrinsic thought motivates critical reflection on personal and 
transparent levels. Learning involving cognitive and affective studies were also 
included, as well as the role of environment and the release o f efficacy as part of the 
process of effective instruction. The literature review concluded with procedures and
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guidelines for successful journal writing, and an informational look into the 
motivation and hope that supplied this content. Chapter 3 presents the research 
method used for data collection and analysis.
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CHAPTER 3
METHOD
The purpose of this study was to examine the teaching technique of 
improvisational theater and its effect on students in the achievement o f their 
educational goals and development. The two questions for this study were: (a) What 
are students’ perceptions of the classroom environment and teaching technique using 
ITAF? and (b) How does ITAF affect students’ perceptions of their personal growth 
and development? This chapter chronicles the procedures, course requirements, 
research design, and data analysis techniques which were carefully followed 
throughout the duration of this study. In addition, steps taken to maintain 
trustworthiness are detailed, including researcher biases, peer review, member 
checks, and the triangulation of data sources.
Procedures
When permission was granted in the summer of 2001 by the department of 
Counseling, Adult and Health Education (CAHE) to proceed with CAHA 492, 
student recruitment immediately began. The first step was to obtain an interview 
with Northern Illinois University's student-run newspaper the Northern Star, 
followed by posted flyers across campus. In addition, leaflets were handed out
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describing the class to interested students. Students also knew that the information 
collected would be used for dissertation research for which they consented (See 
Appendix A for consent form).
Participants for this study were selected from a total population of 302 
students who enrolled in CAHA 492 over a period o f three years. Student 
representation included 20% sophomores, 34% juniors, and 46% seniors. Thirty-two 
women and 28 men were sophomores. Forty-four women and 53 men were juniors, 
and 71 women and 74 men were seniors. Freshmen were not permitted to register for 
this class. Participants were organized in alphabetical order and every 10th student 
was selected to represent a random sample o f 30 participants.
Each of the nine sections of CAHA 492 was represented by the sample. 
Seventeen participants were women and 13 men. Six women and two men were 
sophomores, six women and seven men were juniors. Five women and four men 
were seniors. Classroom diversity included African American, Asian, Latino, and 
Caucasian students.
Course Requirements of CAHA 492
Founded upon the work of Dr. Robert M. Smith and Associates (1990), 
CAHA 492 was based on student growth and developmental theory. Student 
classroom journals represented the critically reflective, written portion of the class. 
The journal-writing assignment was not graded in order for students to freely 
associate cognitive and affective phenomena without the pressure of grades. This
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freedom encouraged self-confidence in the ability to write on a transparent and 
personal level. The journal was one full page in length and due the first session of 
each week. Journals were to be typed, well written, and thoughtful. Good grammar 
was expected as well as complete sentences, correct punctuation, spelling, and 
proper syntax.
Weekly quizzes were graded. They were delivered in essay format, three
questions in length, and based on required readings. Students were asked to relate
their understanding of adult learning theory and classroom activities to their own
personal experiences. A final five-page paper was submitted recapitulating learning
across the entire semester. That assignment formed the basis of the capstone
experience final examination, which was presented before a live audience.
The Northern Illinois University course catalogue description stated that
students were expected to develop skills applicable to real-life situations:
CAHA 492, section 1. Catalogue # 4205. Three credit hours. Tu. Th. 12:30- 
1:45pm in Graham 339. Students learn to build self-confidence and personal 
freedom through a series of experiential exercises designed to transcend 
limitations imposed by familiarity. Participants supply original ideas to solve 
problems within personal growth and developmental contexts. Students learn 
to trust their instincts and each other leading to high levels o f communication 
and trust, rich in content. A final project will be presented utilizing theory 
and principles learned.
Site Location
All classes were held on the campus o f Northern Illinois University in 
DeKalb, Illinois. Chartered in 1895, NIU is a comprehensive teaching and research 
institution with an enrollment of more than 25,000 students. NIU is located in a
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small town with a population of approximately 30,000 located about 60 miles west 
of Chicago, Illinois.
The Importance of Journal Procedures as Data
Participants were instructed to keep a journal of reflective thoughts, insights 
from assigned articles, and real-life experiences that produced evidence of cognitive 
and affective growth and development. Spring break, Thanksgiving vacation, missed 
entries, or scheduling anomalies may have resulted in no journal, and the average 
number of entries was 14. The final paper was not included in this study. Each 
journal was read for content and responded to with regard to how well the writer 
applied learning, insights, and experiences. The procedure of analyzing and returning 
journals at the next class session proved important, as students were anxious to read 
comments. These teaching techniques set the ground work for authenticity within the 
student/teacher relationship and supplied some of the motivation for students to write 
the assignment. Journals were written outside the classroom. Students could write 
about any subject they chose as long as the topic reflected classroom activities and 
real-life experiences. For example, writing about the history o f barbed wire without 
intrinsic insight would not be considered an appropriate topic if it were merely the 
regurgitation of information. Journal writers needed to engage critical thinking skills 
and successfully incorporate classroom instruction, reading assignments, and 
personal experiences in order to complete the cycle of learning (Kolb, 1984). 
Responses to the texts were written in the margins and on the back o f the pages.
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Photocopies were then made and placed in a file with the students’ name, course 
section, and year o f participation. All original journals were returned to the students.
As standard protocol, participants were asked individually and in group 
discussions if  their intentions had been correctly interpreted. Students clarified and 
confirmed their insights by relating remarks to their learning processes in subsequent 
entries or discussions. Making meaning of their experiences through classroom 
discussions evolved into a major feature o f the class. Conversations initiated through 
chance encounters provided additional information as to the accuracy of 
interpretation between researcher and participant, thereby setting a benchmark for 
accuracy in data interpretation. Students often quoted past journal entries, 
demonstrating how a former problem had been resolved because they had learned to 
deal with certain situations more effectively. Furthermore, these comments were 
juxtaposed to help understand learning outcomes, and double check for accuracy.
Research Design
Herr and Anderson (2005) observed that most qualitative researchers want 
their data to emerge within its natural setting, thereby allowing the dynamics under 
study to surface without restraint or compromise. Butler-Kisber (2005) believed an 
artful approach to research design helped avoid manipulation of findings through 
honesty, introspection, and transparency in writing. Butler-Kisber also observed that 
creativity in research design worked best if  the perceptions under examination were
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allowed to surface organically, free from pretension, suggesting a low-stress 
environment.
Ultimately, all data is captured at a single moment o f time (Herda, 1999).
One challenge informing this research design was determining how the journal texts
objectively pinpointed student developmental characteristics:
The qualitative analyst's effort at uncovering patterns, themes, and categories 
is a creative process that requires making carefully considered judgments 
about what is really significant and meaningful in findings. (Patton, 1990, p. 
406)
Therefore, great care was taken in allowing categories and themes to simply appear 
by not forcing findings into convenient pigeonholes. This process was also informed 
by Geelan (2003), who identified the need to read findings unlabeled, then choose 
the words that best described whatever it is the participants were trying to say. 
Approaching this design as a work of art avoided many potential problems including 
oversimplified divisions, grandiose expectations, or a rush to judgment before clarity 
was achieved. Left unguarded, these implications could result in corrupted findings 
(Gorard & Taylor, 2004). Relationships between common terms, phrases, and ideas 
surfaced only by the researcher remaining open-minded to students’ intentions and 
monitoring personal biases. With these ground rules clearly in place, similarities and 
differences could be detected and understood stress-free. These quality-oriented 
underpinnings arising from classroom settings have been described as chaotic 
(Geelan, 2003) because o f the spontaneous and unpredictable research environment 
often endemic to college classrooms. Although new questions have been raised 
regarding nontraditional research techniques, Gorard & Taylor (2004) stated that
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“quality research should inevitably lead us to question existing theory rather than set 
out to protect it” (p. 150). Some of the rigor driving this design was necessitated by 
its innovative nature. Because findings were not measured in numbers, they were 
only as reliable as the participant’s subjective point of view. This situation required 
considerable regard on the part of the researcher to not predict or anticipate results.
Data Analysis
The process of qualitative data analysis is concerned with qualities over 
quantities; therefore, many researchers consider the findings analysis process more 
challenging and time consuming because of its iterative, back and forth nature 
(Suter, 2006). Glaser (1980) stated that qualitative analysis follows four distinct 
stages: (a) the comparison of all incidents applicable to each potential category, (b) 
the integration of categories and their associated themes, (c) determining the 
boundaries of the analysis, and (d) writing the analysis. One might also conceive of 
these stages as a flood of possible interpretations channeled to become more 
simplified through the comparative analysis process (Gorard & Taylor, 2004). 
Consequently, the advantage of cross-case analysis is the unique understanding that 
emerged from many different individual perspectives on specific, unified, and 
centrally-focused issues (Patton 1990).
According to Dey (1993) the meaning of a category is “bound up on the one 
hand with the bits of data to which it is assigned, and on the other hand with the 
ideas it expresses” (p. 102). Furthermore, Dey points out that several resources are
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particularly useful in determining categories and themes: (a) inferences from 
findings, (b) initial or emergent research questions, (c) substantive, policy, and 
theoretical issues, and (d) imagination, intuition, and previous knowledge of the 
unifying issues. To utilize so many substantial yet free-form resources required a 
high standard of credibility that could not be compromised. To establish this 
baseline, I (a) became thoroughly familiar with each journal entry to avoid the 
previously mentioned rush to judgment; (b) remained prepared to expand, change, or 
discard categories and themes that signaled unnecessary overlap; (c) reduced the 
complexity of phenomena by identifying only key elements that impacted this study; 
and (d) continually referred data phenomena back to the research questions.
Data were first organized into generalized groupings. As categories and 
themes appeared they were given names to identify them. Data requiring additional 
analysis were reclassified into substacks which eventually formed new themes, were 
absorbed by others, or were eliminated entirely. Saturation occurred when data failed 
to produce any additional illumination. In other words, the analysis moved “back 
and forth between perceived logical construction and the actual data in search for 
meaningful patterns" (Patton, 1990, p. 411). Nevertheless, a level o f finesse 
remained to keep an accessible, open eye to all possibilities given the qualitative 
responsibility of continuous refinement. As Dye (1993) observed, "Flexibility is 
required to accommodate fresh observations and new directions in the analysis" (p. 
1 1 1 ).
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Trustworthiness in research is a critical element to the integrity of qualitative 
design and the ethical conduct of the investigator (Suter, 2006). Multiple checks and 
balances were applied throughout the duration of this study to assure a pragmatic, 
straightforward, and accurate interpretation of findings as explained in the 
triangulation section of this chapter. Gorard and Taylor (2004) determined that 
because no one can have a totally direct experience of an objective reality, “we 
should be more concerned with finding better ways of describing what we do 
experience” (p. 151). This statement describes the passion driving qualitative 
design, and underscores the integrity of the researcher.
To expedite, Merriam and Associates (2002) recommended that member 
checks be conducted on a regular basis to obtain clarification, and establish a 
standard to determine what findings truly mean. Creswell (1994) described 
trustworthiness as the application of techniques that help to verify and confirm the 
findings of a qualitative study. Finally, Denzin and Lincoln (2000) recommended 
that checks and balances include multiple sources for data interpretation including 
observation, comparisons between what was written and said, and an ongoing 
awareness of researcher partiality. These checks and balances helped to keep the 
focus on an accurate course of interpretation and verification so that what was 
reported was actually studied. Given the controversial nature of this study, great care 
was taken to assure that findings and their interpretation were not misrepresented,
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manipulated, or convoluted in any way that deviated from the original intention and 
meaning of participants’ responses, or else risk a corruption of this study.
Researcher Bias
Personal biases in this study centered on the working relationship between 
teacher and student. Although the syllabus clearly explained that clarity was 
expected in the journal-writing assignment, it is possible that some entries were 
written with at least some motivation to please the researcher. The message of 
honesty and transparency between classroom dynamics and activities helped to 
reduce this concern, because classroom activities and journal writing were only 
valuable if they were applied in the real world. This point resonated with students 
because “getting real” was a strong motivation to do the work. As Denzin and 
Lincoln (2000) stated, the researcher’s experiences weigh heavily as bias, and a 
constant state o f equanimity must be maintained to preserve the integrity of the 
study. Ultimately, the solution of dealing with teacher bias was to face my own 
biases and not allow them to corrupt the learning process.
Researcher Biography
My life today is best described as a researcher who has had the good fortune 
to attract people who have inspired me to achieve my best work. Personal rewards 
came from the enjoyment of developing an idea, the dynamics o f group interaction, 
and seeing individuals’ talents and ability come to life. The work has never been
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easy, yet problems were dealt with honestly and face-to-face because transparency 
was necessitated by working in a variety o f creative art forms, and later applied to 
organizational development.
Collaboration has always figured prominently in my work and served as a 
motivating factor because my ambition has always been driven by the privilege to 
serve others. I considered my ability to draw others to me as a form of genius, and 
have carefully cultivated the gift. As a 10-year-old boy, I staged pageants, carnivals, 
backyard talent shows, and mock weddings involving every kid in the neighborhood. 
I would get an idea for a project, go door-to-door to get people involved, pursue in- 
kind donations from residents and local businesses, then assign jobs or make 
assignments that best fit someone’s interests or needs. My passion and sense of 
mission helped me accept these challenges from a very young age. From those early 
days onward, the demands of leadership roles came easily to me, signaling a calling.
Common sense dictates that original thinking is risky, yet everyone has 
experienced situations where self-discipline and courage helped to achieve 
extraordinary results. Spolin (1963) observed that ideas are a dime a dozen because 
only determination, passion, and hard work can bring them to life. My father liked to 
remind me that success was 10% inspiration and 90% perspiration.
As a young man, I was drawn to the intellectual content and spectacle of the 
theater because I identified with the honesty, power, and com mitment o f the art 
form. Unlike clay or paint, the medium is human beings with success hinging on the 
ability to communicate and teach well. Theater is an ancient art form as old as time,
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
93
conceived in humanistic possibilities, and given to teach, inform, and strengthen 
moral fiber (Bentley, 1968). Theater draws its inspiration from real-life situations 
and experientially engages humankind through practical simulations that can be 
applied in daily life. Actor and audience identify with this humanness and naturally 
apply their personal cognitive and effective perceptions to lead better lives. 
Improvisational theater utilizes no formal script. Its creation comes from whatever 
participants choose to bring to the experience, making it a participatory learning 
experience. Although most of today’s improvisation is a simple entertainment, this 
study set to discover whether or not it holds potential to involve students in 
important learning experiences significant to undergraduate education.
CAHA 492 was the first undergraduate class offered by the Adult Education 
program in its 40-year history. For this reason, students registering for CAHA 492 
were essentially receiving graduate-level philosophy, study, and curriculum. This 
opportunity showcased the applicability of adult education for young adults, a 
demographic generally underrepresented by the field. Clearly, this challenge 
influenced the rigor I placed upon students. However, it is significant that the 
doctoral-level theories, discipline, and teaching practices were readily absorbed by 
undergraduate students who represented every discipline and major offered at 
Northern Illinois University.
I hold Master of Arts and Master of Fine Arts degrees from Eastern Michigan 
University and the University of Missouri, as well as a Bachelor’s degree in English 
from Cornell College. I have worked very successfully as a businessman,
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
94
professional stage director, lecturer, and teacher. I have owned and operated theaters 
in Chicago and Atlanta. In the 1990s, I applied my expertise to the creation of two 
businesses, HCI Health Network and Communication Services, Inc. HCI supported 
health care professionals in nursing homes and retirement centers by delivering on­
site dental, optometric, and podiatric services, thus saving patients and administrators 
the hassle and liability o f transporting residents to and from the doctor’s office. 
Communication Services, Inc. provides training seminars and workshops to 
businesses throughout the southeastern United States in areas including total quality 
management, team learning, employee assessment, and development.
Tri angulation
Suter (2006) defined triangulation as “a method used in qualitative research 
that involves cross-checking multiple data collection sources and procedures” (p. 
435). Data for this study were triangulated between the written journal texts, 
handwritten comments on participants’ journal entries, and participants’ verbal and 
written responses to my comments and remarks. In addition, participants discussed 
their perceptions through an active dialogue which was initiated to confirm the 
accuracy of interpretations and meaning. Each journal entry was first read at face 
value. Comments were then written in the margins and back o f each entry to help 
confirm what the student intended to say. Subsequently, students would either 
correct my perceptions or agree with the analysis. This rigor was followed on a 
case-by-case basis throughout the three-year duration of the study, and, in
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conjunction with classroom activities, observations, and discussions, a system of 
checks and balances was established that enhanced the learning process.
The fact that an authoritarian relationship existed cannot be denied. Data 
were selected and judged for where they might best fit to express specific categories 
and themes. Merriam and associates (2002) noted that it is a fact of life that 
qualitative studies must respond to the concerns of outsiders, many o f whom may be 
unfamiliar with or blatantly challenge the credibility o f qualitative research. 
Cognizant of this truth, my personal biases described in this section were rigorously 
checked and monitored. With the guidance of my dissertation chair, great care was 
taken throughout the study so that findings were accurately reflected by the analysis. 
Furthermore, data were collected with a dissertation firmly in mind, requiring 
copious field notes to authentically capture day-to-day events and developments.
This process produced stacks of spiral notebooks filled with valuable information.
As a result, lesson plans were custom designed to meet the learning and 
developmental needs of each student as determined by participant feedback and 
researcher observation and changes could be made as necessary to accommodate the 
direction of the learning process.
I worked extensively with my dissertation chair to assure accurate reporting 
of the facts. Many hours were devoted to reviewing the raw data and determining 
how to construct and proceed with a reliable analysis process. Categories and themes 
were carefully examined for reliability, with additions and deletions made depending 
on the demands of the emerging evidence. Other sessions with my chairman
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involved lengthy discussions including student motivation behind why they wrote 
what they wrote, review of the actual content of the student journal texts, and many 
possible motivations and meaning behind the content.
Summary
This chapter explained how the research design was developed and 
conducted. The study consisted of the analysis of thirty sets o f fourteen student 
journal entries written by undergraduates enrolled in the class CAHA 492, Learning 
through Experience. The constant comparison method of analysis was utilized. 
Multiple checks and balances were implemented to assure accuracy including 
member checks, peer review, and a rigorous analysis o f findings. Researcher biases 
were also discussed. From the application o f this method, themes and categories 
emerged, forming the basis for findings presented in Chapter 4.
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CHAPTER 4
FINDINGS
The purpose of this study was to examine reflective participant journals from 
an improvisational learning classroom to determine educational outcomes. More 
specifically, this study looked at the teaching technique of improvisational theater 
and its effect on undergraduate participants in the achievement of their educational 
goals. The data are divided into two areas: ITAF as teaching technique and effect 
on students (see Table 1). ITAF as teaching technique is comprised o f three 
categories and nine themes: team orientation (courage and trust of self and peers, 
personal responsibility, enjoyment from learning); education as art form (student- 
centered, non-authoritarian, class nuance), and transformational learning (mental 
constructs developed for dealing with change, deciphering ambiguity, change as a 
natural process). Effect on students revealed two categories and six themes: self- 
discovery (confidence, how the self is crafted, and transparency of thought, feeling, 
and response) and self-directed learning (responsibility taken for one’s action, 
education, and future; risk for development and growth; and critical thinking and 
reflection).
Categories and themes found to be irrelevant were dropped. The grouping 
creativity was collapsed into a category called education as art form. The theme
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researcher as participant was eliminated completely as the observer-participant role 
faded in significance. As a result, the final arrangement o f categories and themes 
provided the greatest clarity and consistency within the areas of focus described by 
the research questions, and findings were set in two groupings comprised of five 
categories and 15 themes as shown in Table 1.
Table 1
Categories and Themes
ITAF as Teaching Technique Effect on Students
Team Orientation Self Discovery
Courage and trust o f self and peers Confidence
Personal responsibility How the self is crafted
Enjoyment from learning Transparency o f thought, feeling, and
response
Education as Art Form
Student centered Self-Directed Learning
N onauthoritarian Responsibility taken for one’s
Class nuance actions, education, and future
Risk for development and growth
Transformational Learning Critical thinking and reflection
Mental Constructs developed for
dealing with change
Deciphering ambiguity
Change as a natural process
ITAF as Teaching Technique
The first of two major areas, ITAF as teaching technique formed the 
foundation of this study, so I begin with the cognitive, intellectual dimensions of this 
study. Unlike traditional techniques which include lecture and rapid note taking,
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ITAF is experiential in nature, encouraging growth and development to help 
supplement traditional acquisitions of information. This area is supported by three 
categories and nine themes.
Team Orientation
Team orientation set the tone for the release o f learning phenomena through 
classroom procedures and participants’ interaction. Associated themes within this 
category include courage and trust o f  se lf  and peers, personal responsibility, and 
enjoyment from learning. In many ways, these themes can be viewed as 
undergraduate participants’ forays into adulthood. Participants indicated scholarly 
interest in self and a comprehension of developmental phenomena as impetus to 
learn beyond traditional curriculum requirements. In addition, participants 
recognized new ways of applying their college experience from beyond the 
classroom walls to help them prepare for the complexities and unpredictable nature 
of life in the real world. Findings revealed themes that are highly individualized, yet 
learning outcomes originated from a team-focused orientation. The following 
quotations were chosen because they best capture the influence of team orientation 
as revealed by student classroom journals.
Participant # 03 Katie: Life is like my basketball team. I want to be thrown 
the ball and make something happen.
Participant # 06 Ezekiel: I seem to see that this class work is more 
informative when we all agree how education can relate to situations in real 
life.
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Participant # 24 Vi: When we all work together to discuss what an article 
actually means, we get many different ideas to build a good scene.
Participant # 05 Doug: Our team approach to classwork is real learning, not 
just facts and figures.
Participant # 09 Tyrone: We deal with issues that pertain directly to all of us.
Participant # 07 MJ: I like the teamwork approach to our studies in CAHA 
because our class confirms what I believe.
Participant # 26 Andy: I concentrate better because I don’t have to sit there 
all alone.
Participant # 22 Jessa: I think that our team approach is teaching us more 
about ourselves and people than reading about it and taking a test.
Participant #11 Bridget: This class is a move up for me because of people.
The heading team orientation explained the impact of collaborative learning.
The analysis now examines each individual subheading.
Courage and Trust of Self and Peers
This theme defined ways in which participants’ intrinsic thoughts and
feelings were explored and revealed through classroom environment and group-
oriented activities. Courage and trust o f  se lf  and peers  centered upon the lowering
of intrinsic defense mechanisms amidst a wide variety of learning styles. One key
factor to emerge was self-transparency arising from the desire to learn from others.
These phenomena served a combination of social dynamics and intellectual curiosity.
Participant #30  Jenna: On the first day o f class, I couldn’t see how on earth 
we would ever be able to work together.
Participant # 09 Tyrone: On the first day of class, I wanted to head for the 
door and never come back.
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Participant # 09 Tyrone: Now we look forward to seeing each other in and 
out of class.
Participant # 1 7  Ale: I know I have wasted a lot o f my class time with my 
own lame excuses, but now I see that different is what makes us special.
Participant # 29 Gloria: I’m learning the most important lessons of my life 
right now and that is to find out who I am as a person.
Participant # 08 Steff: There’s a whole person in here somewhere.
Participant # 27 Richard: I ’m finding out about myself by watching others.
Participant # 27 Richard: I think our activities tend to take each one of us to 
a different place in our everyday lives because we have to relate to each other 
in the face of new challenges.
Participant #12  William: Why am I so attracted to people who only hold me 
back from what I want from life? I guess I ’m needy in these ways, but I 
don’t feel that way in CAHA class.
Participant #21 Meena: I am questioning a lot of my behavior outside of 
class and why I do the things I do.
Participant # 04 Tina: When I see how well we all get along in CAHA, I 
can’t imagine why I used to be so afraid of people.
Participant #1 9  Carzell: I use to think I was no good for working with a 
group because I never thought anyone would like my ideas.
Participant # 3 0  Jenna: I can now actually write down my own ideas and 
believe in them because I know my classmates won’t reject them.
Participant # 07 MJ: We have all become friends in this class because we 
have a clear set of rules to guide us.
Participant # 22 Jessa: Everyone keeps everyone else in line.
Participant # 1 5  Kerry: Now I know how to get along with others much 
better in my other classes because of CAHA class.
Participant # 05 Doug: Before I thought you had to BS your way through 
college life. Now I see the difference between real and fake.
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Participant # 09: Tyrone: CAHA is effective learning because students are 
authentic. That makes me feel comfortable enough to trust.
Participant # 02 Becka: Working in groups in this class is different because 
of the trust. I feel like we could do anything with the people in our class.
Participant #04 Tina: People actually listen to my ideas. They may not agree 
necessarily, but they listen. I feel very comfortable with myself and our class 
because o f positive feedback.
Participant #24 Vi: I’m so proud of us. I now see that if we can work 
together we will learn tons.
Participant # 03 Katie: I’m a little scared because there is no turning back to 
the old ways since I now understand why I can’t lie to myself anymore.
Participant #28  Doreen: This class has been a real shake up for me and my 
friends.
Participant # 1 4  Ruth: Why don’t I get this kind of thinking stimulation from 
my other classes?
Participant # 24 Vi: It would be so easy for my other classes to be trusting 
like CAHA, but they’re not.
Participant # 03 Katie: It is the trust factor that helps me learn so well in 
CAHA. When others are watching you, you want to do your best. That keeps 
my attention level high, so I have a better learning experience.
Participant # 14 Ruth: In CAHA class we are all together. If you screw up, so 
what? Everyone supports you. You did your best, and that’s awesome.
Participant # 28 Doreen: Some of my teachers pay no attention to trust, or to 
me.
Participant # 10 Cassie: Some of my other classes scare me because they fill 
me with disapproval and feeling ashamed.
Participant # 20 Jake: I think trust and learning go hand-in-hand.
Participant: 17 Ale: This class is a better way to learn.
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Participant #11 Bridget: It’s actually helpful with everyone in CAHA 
watching me. Even though we’re all so different, we respect each other.
Participant # 29 Gloria: I don’t feel so shy anymore.
Participant #1 0  Cassie: I like being watched now.
Participant # 26 Andy: Trust is nowhere to be found in my other classes.
Participant # 06 Ezekiel: It is this group of kids that makes the class 
valuable.
Participant # 03 Katie: I don’t have to worry about impressing the teacher or 
acting cool to fit in, so I can concentrate on my learning.
Participant # 09 Tyrone: I fit right in with this class.
Participant # 18 Becky: Trust helps me feel like a mature woman.
Courage and trust of self and peers can be summarized as the freedom to
break from old paradigms and judgments. In understanding a variety of learning
styles, students built trust in others and confidence in themselves.
Personal Responsibility
Personal responsibility refers to ways in which students created new 
directions for the course, and how learning experiences arose through self­
empowerment.
Participant # 02 Becka: Responsibility means getting off your butt.
Participant # 09 Tyrone: I guess I have always felt repressed and held back 
by some teachers at the most important time. If they didn’t agree with my 
ideas, or I don’t synchronize with their own ways of thinking, they rob me of 
my genius.
Participant # 27 Richard: If I don’t believe in my own ideas and know they 
are good, then how can I feel responsible for them?
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Participant #01 Rashad: I wish more of my classes were taught where you 
live or die by your own thinking and wits.
Participant # 08 Steff: In no other class have I ever felt like personal 
responsibility was being taught, or even important.
Participant # 04 Tina: I am now more in control instead of feeling punished 
or weak, like I am made to feel if  I give the wrong answer in math class.
Participant #1 0  Cassie: I think it is important that we keep making our own 
decisions in CAHA class.
Participant #1 9  Carzell: Why do you trust us?
Participant #18  Becky: How can “fearful” change to “courageous” so 
quickly?
Participant #17  Ale: I think my other professors need to take your class. I 
like taking responsibility because it makes me feel like a grown woman.
Participant # 28 Doreen: I feel like many of my professors treat me like a 
child.
Participants #1 4  Ruth: I’m trying to be transparent and real in college, but I 
still think I’m on the defensive in some of my other classes.
Participant # 25 Lindsey: I always thought learning had to be either boring or 
scary.
Participant #11 Bridget: I’ve always fancied myself as an irresponsible 
person because I could get away with it. In here I’ve learned a better way to 
think.
Participant # 28 Doreen: I’ve always manipulated my brothers since I’m the 
youngest and the only girl, but now I am tiring of that game.
Participants #11 Bridget: Why do I feel so suddenly liberated from my 
burdens?
Participant # 23 Stephen: I think the reason we all like this class is because 
we can just be ourselves.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
105
Participant # 27 Richard: Being able to actually learn through feeling 
responsibility for others is a new concept for me.
Participant #10  Cassie: I pay more attention in my other classes now, and I 
don’t hesitate to ask more questions.
Participant #16  Phillip: On one hand I still like feeling like a kid, but on the 
other, I know adulthood looms on the horizon.
Participant # 20 Jake: I must now grow up and be a man.
Participant # 12 William: Why don’t my other classes make me feel more 
responsible?
Participant # 03 Katie: No room for bullshit.
Participant # 08 Steff: This level of honesty is new to me, and it makes me 
want to take responsibility for my actions.
Participant # 03 Katie: In CAHA I can always find a part of me previously 
untouched.
Participant # 13 David: My friends in our class make me want to work hard 
in CAHA as I don’t want to let them down.
Participant #11: Bridget: In my other classes I don’t even know the name of 
the person who sits next to me.
Participant #18  Becky: What do I do when I feel like I ’m being responsible 
in my other classes, yet others criticize me for doing so?
Participant # 13 David: Is this how life really is in the real world?
Participant # 20 Jake: When I’m older, I know I will look back on CAHA and 
remember things I learned, but had not fully applied until now.
Participant # 02 Becka: I’ve experienced knowledge beyond my years.
To summarize, personal responsibility pointed to the fact that undergraduate
students want to change certain attitudes and perceptions by taking more control of
their learning and themselves.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
106
Enjoyment from Learning
Participants in CAHA 492 associated learning with fun. Negative attitudes
including laziness, boredom, and general malaise were transformed by this new
learning paradigm.
Participant # 05 Doug: I never thought I would associate learning with fun 
because my other classes are no fun at all.
Participant # 24 Vi: I feel more together when I enjoy a learning experience.
Participant #1 9  Carzell: When you think about it, things that are fun hold our 
attention, like music and sports. Why not learning?
Participant # 14 Ruth: I think most of us go around looking bored because 
our classes are boring.
Participant # 21 Meena: It’s hard to concentrate in class when the teacher acts 
like a robot.
Participant #01 Rashad: Some teachers lay on too much stress because 
they’re finished with their education and don’t have to worry about passing 
and grades.
Participant # 15 Kerry: I’ve had teachers who are so unhappy, they make me 
feel unhappy.
Participant #01 Rashad: I want to learn in CAHA so I am willing to lighten 
up, even though it’s not my style.
Participant # 13 David: I don’t want our class to end.
Participant # 26 Andy: I got depressed when you asked us if we thought 
learning could be fun.
Participant # 24 Vi: I thought teaching and learning were supposed to be 
tedious.
Participant # 12 William: Looking forward to CAHA gets me psyched to 
learn.
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Participant # 28 Doreen: Until now, I didn’t think learning could ever be fun.
Participant # 29 Gloria: I must say that I learn more in your class about 
teaching than I do in my education classes because you make learning fun.
Participant #1 7  Ale: I want this for my students when I become a teacher.
Participant # 30 Jenna: Unfortunately, I day dream in my other classes 
because I feel like a body in a chair, isolated and alone.
Participant # 02 Becka: Seldom am I as completely engaged as I am in 
CAHA.
Participant # 16 Philip: I remember the moment I realized learning could be 
fun. I was scared to do my one person scene, but everyone yelled and 
applauded to support me.
Participant # 29 Gloria: This is huge for me because I am learning to 
communicate from a leadership position for the first time.
Participant # 18  Becky: I always hated classes where I was made to feel 
embarrassed or small.
Participant # 3 0  Jenna: I will use this style of teaching when I am a teacher.
Participant # 1 9  Carzell: This class was the right opportunity at the right 
time.
Participant # 04 Tina: Lucky to be here.
Enjoyment from  learning can be summarized as students’ awareness that 
learning happens best behind a fully engaged self, and a positive attitude.
Education as Art Form
Learning as art form  was a fundamental design characteristic for CAHA 492. 
It was intended to bring artistic perceptions, vision, and sensibilities to the context of 
education. The category is composed of three themes. Student-centered identifies the
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direction of classroom protocol and activities. Nonauthoritarian describes the focus,
power, and control liberated by artistic freedom. Phenomena identified as class
nuances themed spontaneous examples of individual diversity and uniqueness
informed by the teaching technique.
Participant # 27 Richard: When you see life as an art form you work harder 
because life seems more real.
Participant # 1 6  Philip: When you asked us what we thought art was, at first 
I thought about painting or sculpture, but now I realize that it can be my own 
ideas.
Participant #11 Bridget: What’s most challenging in CAHA is getting an 
idea then making it live.
Participant # 20 Jake: I never thought of myself as creative.
Participant #18: Becky: The coolest thing for me yet in CAHA is realizing 
that my ideas are a kind of art. I’m an art major and I want to apply this 
freedom to making jewelry.
Participant # 26 Andy: I always thought in order to be an artist you had to 
paint.
Participant #01 Rashad: I can now respond much better to my boss at work 
because I can roll with his bullshit and not get mad. Now that’s an art!
Participant # 09 Tyrone: I seem to demand more o f myself to solve problems 
in CAHA class. For me, working on another thinking level is what art is all 
about.
Participant #05 Doug: As an athlete, I grew up believing art was sissy, but 
then Coach Novack said football is an art.
Participant # 1 4  Ruth: After this awesome experience, none o f us will ever be 
the same again. This is how art changes people.
Participant # 26 Andy: I now see how basketball is an art form because we 
have to be spontaneous and deal with the unexpected.
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Participant # 02 Becka: So many amazing things materialize in our class I 
have to stay on my toes just to pick up on them, like the artist.
Participant # 09 Tyrone: I’ve seen magical things like that on the football 
field, but never before in a class. Magical made real is what learning is all 
about.
Participant #1 6  Philip: Being an artist is no longer just pie in the sky for me. 
This is something I can apply to my career.
Participant #11 Bridget: I used to think whatever will be, will be. But as an 
artist, I can take control of my own life because I see the difference between 
truth and illusion.
Participant #19  Carzell: Education as art means no bullshit allowed.
Within the context of education as art form, students’ perceptions and 
attitudes awakened a variety of creative skills. This teaching technique also 
contributed a level of focus delivering a positive attitude for the achievement of 
career-oriented objectives and aspirations.
Student-Centered
Student-centeredness advocates recognizing and taking control of educational
opportunities as they appear within the learning environment. The phenomenon
cannot be imposed by the instructor, as it can only develop organically through
awareness and action.
Participant # 09 Tyrone: I ’ve decided the reason you trust us [is] because you 
want us to become student-centered so we can trust you.
Participant # 01 Rashad: In my other classes all the lecture words pass by me 
in a rush. In this class, I actually develop my learning one idea at a time.
Participant # 30 Jenna: The first day of class I sat there as usual, stubborn and 
crossed armed thinking, “OK teach me.”
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Participant #3 0  Jenna: I was surprised to be able to teach myself.
Participant # 23 Stephen: This class is for real. I ’m sorry to say, but I always 
let the teacher control how much or little I learned.
Participant # 29 Gloria: I use to just care about the grade because I’ve always 
felt out o f control anyway.
Participant # 05 Doug: I find myself respecting you because you show 
respect for our class.
Participant # 02 Becky. Just be aware that your style of teaching would take 
some time to work in my other classes because they are not student centered.
Participant #13 David: I still sometimes feel intimidated about being adult 
when I’m not being told exactly what to do, but not so in CAHA.
Participant # 06 Ezekiel: Look how different we are as a class in just two 
weeks. Everyone came in with attitude and now we feel responsible for our 
own success.
Participant # 14 Ruth: Finally, I’m blooming as a student and as an adult.
Participant # 29 Gloria: I think about CAHA and what I’m going to do next 
all week long.
Participant # 10 Cassie: First class I actually think about outside of class.
Participant # 07 MJ: I’m warming up to our class now because I’m asked to 
use parts of my brain I didn’t know I had.
Participant # 09 Tyrone: Why do you trust us and give us this power?
Participant # 06 Ezekiel: Will I always continue to use my wisdom wisely?
Participant # 02 Becka: You respect us as persons, yet you don’t really know 
us.
Participant # 08 Steff: I think you need to apply your teaching style to help 
kids learn chemistry and physics in a way that will hold the undeclared 
person’s interest.
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Participant # 1 7  Ale: We are so willing to take all this work on. Can’t really 
find the words to describe how good this feels.
Participant #13  David: I think about this class all the time and now I’m 
applying CAHA to my UBIS classes.
Participant # 24 Yi: Because of CAHA I’m understanding English Literature 
better in that I now see novels as illustrations from real life.
Participant # 04 Tina: I think I learn best with more focus on me, the student. 
In lecture classes I can’t keep my concentration because I never learned how.
Participant # 17 Ale: I don’t take it anymore if  the learning is one sided, or a 
teacher makes me feel like I ’m stupid. I like to see the big picture by 
becoming involved.
Participant # 02 Becka: No more excuses.
Participant # 26 Andy: CAHA class is like a higher power.
Participant # 02 Becka: I’m learning to think outside the box.
Participant # 22 Jessa: You say, “look here” and we see.
Participant # 19 Carzell: I learn more in a class like CAHA. I feel like you 
respect each one of us because you basically let us run the class.
Participant # 28 Doreen: It’s the common bond of respect and hard work that 
makes this class successful. If CAHA was an easy class, it would not work.
Participant # 07 MJ: You steer us in the right direction, then it’s up to us to 
make something of it. That’s where the life’s lesson is.
Participant # 05 Doug: You point us toward an idea or theory w e’ve studied 
then its up to us to bring it to life. That keeps CAHA always challenging.
Participant # 20 Jake: This class works like no other because we read an 
article, discuss it, and then create a scene from nothing to make it real.
Participant # 05 Doug: It’s the rawness that’s awesome because you never 
know what’s going to happen. Makes me want to work hard because it’s so 
real.
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Participant # 08 Steff: In my other classes I often feel lost and out of control 
because nothing interesting even happens.
Participant # 22 Jessa: I seldom want to raise my hand in geography class 
because I get the evil eye.
To summarize, student-centered forms the nucleus of education as art form  
because students used their own ideas to break barriers and illustrate learning 
objectives.
N on-Authoritarian
This theme is a teaching technique that engaged the student on cognitive and 
affective levels simultaneously. Although I obviously embodied the role of an 
authority figure, I avoided manipulating the learning process. My presence was one 
of facilitator who supported students’ learning by providing a secure classroom 
environment.
Participant #1 0  Cassie: As we were organizing our final presentation, it was 
very chaotic, but we used it to our advantage because we had the power.
Participant # 1 6  Phillip: While we were brainstorming the capstone 
experience you and the TAs actually left the room for coffee. How awesome 
I felt to have so much power. You wanted us to take control to make us 
stronger as persons.
Participant # 29 Gloria: Today I realized an important lesson in our exercises. 
If we can do CAHA, we can do anything by trusting our natural ability to 
succeed.
Participant # 30 Jenna: Why was I scared the first two weeks of class? Fear 
is gone because we are our own masters.
Participant # 26 Andy: I now take more control in my other classes.
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Participant #01 Rashad: We have authority in our class because we have to 
make smart decisions to support each other in our exercises.
Participant # 12 William: For the first time, I think I’m acting as an adult.
Participant # 04 Tina: For the “How old am I?” exercise, I at first wanted to 
be a little girl because that’s a stereotype I can play very well, but after our 
discussion about how we really run the class and determine its direction, I 
changed my mind.
Participant #15  Kerry: For the first time in my life I think I felt what it’s like 
to be a mature woman.
Participant # 28 Doreen: When we get stuck or lost, you always know the 
right thing to say to get us back on track, but everyone is very patient and 
always lets me do my best thinking.
Participant # 03 Katie: I like a teacher who is the real deal. He needs to be 
smart and care about his participants. When they screw up, he should turn it 
into a teachable moment. When they perform well, they should be rewarded.
I hope someday to be as good a teacher.
Participant #27 Richard: I don’t want my students to be deceived like I have 
been my whole life. For all of my education classes, not one has taught me 
as much about teacher effectiveness as CAHA.
Participant # 24 Vi: I expect a lot from life and from myself. It’s the only life 
we have.
Participant #3 0  Jenna: I think it’s the little things that happen in CAHA 
moment to moment that make it so rewarding because we pick up on them.
Participant # 25 Lindsey: I know when something extraordinary is happening 
because I sense and feel that I ’m learning before my very eyes.
Participant # 23 Stephen: I see more now than when I was a more passive and 
less involved person. I think this is because you don’t rule over us so I don’t 
waste my time or energy sucking up. Other classes? I have to suck up, and it 
sucks.
In summary, the non-authoritarian learning environment required students to 
become more aware o f different classroom dynamics as they happened in the
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moment. Concentration helped to maintain decorum and kept the focus on the goal 
of personal growth and development.
Class Nuances
Unplanned and unpredictable, class nuances were enabled through the ITAF 
non-authoritarian teaching technique and the personal responsibility and creative 
freedom enjoyed by participants. Many significant learning phenomena occurred 
without warning in subtle and surprising ways as classroom experiences matured into 
authentic and meaningful insight. By taking action in the moment, thoughts and 
feelings could be comprehended intellectually before they evaporated as quickly as 
they arrived.
Participant # 02 Becka: When I started talking to the tree outside the window, 
everyone came over. Seth said, “let the tree see you.” That moment was 
huge for me and right out of Spolin about not placing labels on people. I saw 
the tree as a person.
Participant # 30 Jenna: I learn the most when I can read an article on how and 
why something happens, and then relate it to incidents in my life.
Participant # 19 Carzell: I make sense of the small details when I write it all 
down in my journal in my own words. I now apply this system to my other 
classes as well.
Participant # 29 Gloria: Through the small details, I see the big picture.
Participant # 24 Vi: Experiencing makes me reflect on whatever happened in 
class each week. I’ll remember an incident and think about why it was 
interesting, and that usually reminds me of acting out the articles.
Participant # 09 Tyrone: When an insight gets triggered, I’ll think about 
something Spolin or Mezirow said and relate that to my experience in class.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
115
Participant #18  Becky: Acting out ideas from the articles makes me 
understand writing that, at first, was confusing.
Participant # 29 Gloria: Once it dawned on me that the time between 
exercises are some of the most creative moments, I began to watch for them 
more closely.
Participant # 10  Cassie: I am now much more aware of my surroundings.
Participant #28  Doreen: I now enjoy looking for the opportunity to see ideas 
in the readings. It keeps me sharp to read between the lines.
Participant # 11 Bridget: It’s the little things in CAHA that hold the most 
power because they are personal to me.
Participant #21 Meena: I love it when things just happen in our class. When 
Gloria jumped up on the window ledge and yelled “see the tree” there was a 
major shift of focus in the room.
Participant # 29 Gloria: You could feel the mood change. When one of the 
guys said “let the tree see you,” I knew that was Spolin.
Participant # 20 Jake: Did you notice how quiet the room got? This was a 
very different vibe because we didn’t have to struggle with the concept, we 
just responded without doubt or fear.
Participant # 06 Ezekiel: I am learning to not let my doubts obscure my 
thinking. I could actually see the tree, not that it was green and covered with 
leaves, but just see it, unlabeled. How often we judge people by how they 
look, or talk, instead of just seeing them as a person?
Participant # 08 Steff: I’m learning to make sense of subtle experiences, like 
a look or pause in the primary action.
Participant # 19 Carzell: It’s like, I better pay attention, something cool just 
happened. It’s also interesting watching the way everyone else picks up on 
the moment.
Participant # 03 Katie: I think Mezirow was right when he said change is 
confusing only when you don’t see it in your own face.
Participant # 09 Tyrone: In CAHA, everything is in your face.
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Participant # 18  Becky: I think it is very interesting that so many kids have 
different interpretations o f what we learn.
Participant #01 Rashad: You just say what you have to say and we get it, but 
everyone hears it a little differently. When I hear other kids explain an idea 
in their own words, I think to myself, I never looked at it that way before.
Participant # 04 Tina: In some other classes, the professor says the same 
thing over and over, but it doesn’t work. We just get bored and tune out 
because we’ve heard it all before.
Participant # 19 Carzell: Less is more if you understand what less is.
Participant #1 6  Phillip: It’s time hanging in suspense that brings it all 
together.
Class nuances referred to the detail of perceptions initiated by self- 
awareness. Students put to practice incidents of thinking and action in order to better 
understand the cause and effect between behavior and learning.
Transformational Learning
Transformational learning forms the third category under the grouping
Teaching Technique. In CAHA 492, transformation was often preceded by a
chaotic, or disorienting, environmental experience. At first, transformation was
frightening, but students soon learned to recognize the phenomenon as new
opportunity. With heightened awareness, students anticipated the moment when new
insight was about to arrive.
Participant #11 Bridget: I love it when class gets chaotic. We only need to 
look at each other to know we’re ok, then we use our own ability to make 
order out of disorder.
Participant # 28 Doreen: What used to be scary is now exciting.
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Participant # 03 Katie: This class is all about transformation because we can 
support each other to solve whatever problem we are facing no matter how 
difficult the challenge.
Participant #16 Philip: You think about transformation, but until it hits you, 
you have no idea what it will bring.
Participant # 13 David: I don’t avoid transformation in real life, I seek it.
Participant # 22 Jessa: Our transformations are like butterflies from larva.
Participant # 26 Andy: When reality bites it hurts, but it’s real.
Participant # 07 MJ: What we do with each moment of CAHA class is our 
responsibility. If we can accept who we are, we will transform into the 
genius inside us.
Participant #1 2  William: Well, after reading the Mezirow article I didn’t 
know what the hell he was talking about. After we discussed this, I now 
understand that to be a strong person, you must be comfortable in your own 
skin.
Participant #1 0  Cassie: I’m never very comfortable when my internal 
thoughts get conflicted with something that someone else insists is the only 
way. You have helped me realize that my own thinking is sound thinking.
Participant # 3 0  Jenna: I was clueless about transformational learning theory 
until we did the exercises in class.
Participants # 16 Philip: I liked how I had to keep my mind free of 
preconceptions, like when Jessica passed me her “headphones.” I just used 
them and they suddenly transformed into a football helmet, then I threw the 
invisible ball to Mike.
Participant # 01 Rashad: If I had premeditated the change, which I have done 
before, I know I wouldn’t have learned anything new.
Participant # 28 Doreen: Its easy to bullshit your way through the 
transformation game. However, you only cheat yourself.
Participant # 21 Meena: If I dope off and fail to completely concentrate on 
transforming my object, everyone else can tell I am faking it.
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Participant # 28 Doreen: You can’t fake a transformation and you can’t fake
Participant # 17 Ale: Now when we play the transformation game I wait till I 
actually see what the person next to me has transformed her object into.
Participant # 03 Katie: I used to preplan how I was going to change my object 
because I was scared of doing it wrong.
Participant # 20 Jake: I’m learning that if  you cheat, you not only hurt 
yourself but the entire class as well.
Participant #30  Jenna: Now I actually enjoy waiting my turn because I have 
learned to respect myself. I enjoy waiting till the last possible moment till I 
take the object, then use it till it transforms on my terms and decision.
Participant # 05 Doug: Well, the Mezirow article was the most difficult 
reading yet. I wish he wrote in a more easy to understand style.
Participant # 05 Doug: As a mechanical engineering major, I’m trained to be 
either right or wrong. When I’m told I’m right, I feel great. When I’m told 
I’m wrong, I feel like shit. I use to let this feeling hold me back, but I now 
realize that there is a lot happening in between.
Participant # 24 Vi: Instead of clear-cut right and wrong, transformation 
involves all the gray areas in between making life more difficult to 
understand.
Participant #18  Becky: The Mezirow article addressed a lot of the 
questioning ambiguity surrounding my own life. It’s just the unknown that 
fills my life with ambiguity. Until Mezirow, I didn’t understand that it’s just 
a part of reality that makes us human.
Participant # 27 Richard: The gift of this class as I see it is that I feel secure 
in transform in g my fear because I know I won’t be rejected if I fail. Because 
I feel this way, I often surprise myself in quality ways.
Participant # 05 Doug: Transformation exercises have made me decide to 
take a risk and do the senior design project I really wanted to do all along.
Participant #3 0  Jenna: I don’t think I would be learning as much as I am if 
we didn’t transform. When I feel intimidated in my other classes, I clam up. 
In CAHA, I welcome the risk because I feel safe.
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Participant #13 David: I know that whenever I feel afraid, I can just
“transcend the moment” of fear and doubt like Spolin said.
Transformation occurs when a shift of perception helps the participant see 
reality from a different attitudinal perspective. A wake-up call moves the 
participants forward from the status quo of the common and ordinary and they 
appreciate reality from a higher plane.
Mental Constructs Developed for Dealing with Change
Mental constructs are cognitive and affective thoughts, questions, visions, 
and other interpretative knowledge exchanged between the self and reality. For the 
enlightened undergraduate participant, mental constructs were a communication 
between thinking and feeling verified through trial and error applications in the real 
world. Change happened whenever participants felt comfortable with colliding 
mental forces and trusted the outcome to their instincts. Personal freedom made 
learning experience meaningful and real, reported here as life-changing phenomena.
Intrinsic self-knowledge is the primary motivator driving this theme. The 
ITAF teaching technique provided methods for coping with new information, 
although individual strategies are always highly individualized. Group solidarity 
contributed to individualized understanding by creating a conduit between cognitive 
thought processes and the content demands of the exercises. Individual constructs 
varied in scope, a testimony to the variety o f learning styles, perceptions, and 
flexibility of the students. Specific eccentricities of individual mental constructs are 
interesting and readily apparent to the reader.
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Participant #1 0  Cassie: Our trust lets us be ourselves without fear of being 
judged. That lets us learn more.
Participant #15  Kerry: I find I can make the necessary adjustments to do this 
work when I have the support of the class.
Participant # 06 Ezekiel: I ’m not afraid to do what I have to do to succeed in 
class because I trust the scheme of things.
Participant # 09 Tyrone: I used to be very resistant to people of a different 
race, but I ’m starting to see many ways we are basically the same.
Participant # 17 Ale: I now actually like the fact that our ideas often clash, 
because we still respect each other. This awareness has done wonders for my 
anger management issues.
Participant # 02 Becka: Why we change is for our own personal reasons.
This class just makes change seem more natural.
Participant # 08 Steff: Why fear change when it is inevitable?
Participant # 01 Rashad: Many of my fears were just untested judgments I 
was once told to believe.
Participant # 11 Bridget: The only thing I fear anymore is getting hit by a 
Huskie bus.
Participant # 07 MJ: We all remember that first day in class when we were 
all scared shitless. Now we can deal with anything.
Participant #21 Meena: What I was trying to say in class today is that we 
know everyone has changed and that’s cool, but we still remember where 
we’ve been and that’s our benchmark.
Participant # 13 David: Our class is not about Oprah or Dr. Phil so I think we 
should keep it that way. I hate pop psychology and our class deserves better 
than that. Change is a product of action, not talk.
Participant # 27 Richard: Change happens when you have the balls to just let 
it happen by not being afraid.
Participant # 11 Bridget: I used to think I needed to always be the same. That 
showed everyone I’m consistent. But I have come to accept that change is 
inevitable or else you’ll go the way of the dinosaur.
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Participant #15  Kerry: As we get older, does change get easier or harder?
Participant # 12 William: When I think about my life when I’m alone, it’s 
very different from when I’m with other people.
Participant #11 Bridget: When I’m alone, I ’m most honest and confident. 
When I’m in public I seem less so. Is this because I ’m under pressure to be 
sociable or am I afraid to adapt?
Participant # 06 Ezekiel: I have learned two things in CAHA I didn’t think I 
could do. Not fear change and [have] high respect for myself.
Participant #1 6  Phillip: I have always been a little bit afraid o f people 
because I thought they would see my flaws and reject me. Our class has 
changed this.
Participant # 24 VI: When the class supports me with smiles and applause, I 
feel loved and like I can do anything. A very important change as a young 
woman.
Participant # 02 Becka: Exploring my fear has been a difficult challenge, but 
I am now a stronger woman for having done it.
Participant #15  Kerry: CAHA is easy and difficult at the same time.
Participant # 30 Jenna: I understand intellectually why I need to change old 
ways, but I still can’t form the mental images like we discuss in class.
Participant # 09 Tyrone: Since you don’t force us to do anything in class, I 
can be content to just sit and observe, yet in the back of my mind I see that 
I’m being left in the dust.
Participant # 10 Cassie: I struggle with change because I think I still want to 
be a little girl.
Participant # 27 Richard: I see my classmates risking and having fun so I 
wish I could just join in. It’s like my dog Mike who stays tied up so he 
doesn’t run away. He sees my family and friends having fun, but he can’t 
join in. How can you help me get free??
Participant # 16 Philip: You must assume that we’ll get up and produce when 
we’re ready, otherwise you’d yell at us like other teachers do.
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Participant # 09 Tyrone: My biggest change this semester is that I quit 
smoking weed. I don’t need it anymore.
Participant # 06 Ezekiel: I think if we’re ever going to be successful, we have 
to figure out how to do things for ourselves because I no longer believe that 
ordering students around helps us learn anything at all.
Development and growth evidenced within this theme came in the form of
highly individualized self-awareness phenomena. Students’ insights were supported
by unique learning cycles that originated with classroom readings, activities, and
real-world experiences. Herein lay the ingredients formulating mental constructs for
dealing with change.
Deciphering Ambiguity
Deciphering ambiguity within the context of the ITAF is a phenomenon that
helped participants understand chaotic sensory overload. Caught between the
remnants of adolescence and the advent of adulthood, the undergraduate participants
in this study stated that their CAHA teaching technique helped them make sense of
the everyday onslaught of new information. The data revealed how ambiguity and
confusion were dissipated best when participants described the convolutions present
in life. Classroom activities provided a venue for students to express their concerns
and increasing personal development in conjunction with the support from the group.
Participant #1 2  William: When we played “what do I do for a living?” It 
got me thinking about how an engineer actually behaves.
Participant # 14 Ruth: I just assumed I’d worry about life after it happened 
and I go to work for a firm, but I’m making sense of my skills now.
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Participant # 02 Becka: I find it cool to imagine what the real world will be 
like even before I enter the world of work. I know that because of CAHA I 
will be ready for anything.
Participant # 22 Jessa: I feel much better prepared going to the job fair next 
week because I have formed a picture o f what to expect.
Participant # 1 9  Carzell: This week I’ve been initiating scenes that are more 
truthful than imaginative. I start my new job next week so I’m trying to show 
how an X-ray technician would conduct himself.
Participant #13  David: I’ve of late been preplanning things from my own 
real life. I need to get them out because I start my sales job Tuesday.
Participant # 26 Andy: In my dating scene with Lisa last week, I didn’t worry 
about something going wrong and just played myself.
Participant # 1 6  Philip: When Ben did his monologue and said he felt the 
same way as me about joining the Army, I realized some things are beyond 
your control and you just have to roll with the changes.
Participant # 1 9  Carzell: I no longer want to pretend that life makes sense to 
me because everyone I know is either afraid to change, changing, or living in 
la la land.
Participant # 03 Becka: I love chaos in CAHA because it helps me deal with 
all the craziness in real life.
Participant # 28 Doreen: I’m not afraid when I’m in CAHA class because 
there’s no time to be afraid.
Participant # 08 Steff: I’m throwing myself into all that we do because it 
helps me make sense of my life.
Participant # 27 Richard: As you talked about chaos I remembered how I 
used to I think of it as a bad thing. Now I see that life is often chaotic, but 
you still have to be able to deal with it.
Participant # 24 Vi: Like life, there’s nothing else you can do but move 
forward.
Participant # 06 Ezekiel: I’ve always been told to avoid chaos and ambiguity 
in my life and that has made my life very confusing. Dealing with 
alternatives has taught me not to fear it.
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Participant #01 Rashad: Making sense of weirdness is a fact o f life to be 
dealt with, not ignored.
Participant # 28 Doreen: Real learning for a very difficult life.
Participant #26 Andy: I understand now why people get set in their ways or 
can’t agree on anything. They are fearful of what they do not understand.
Participant # 1 2  William: In my life, confusion has been the rule with 
everything from my girlfriend, teachers, boss, buds, and parents. I just never 
thought of it as normal.
Participant # 07 MJ: I never before knew that “in the moment” meant 
dealing with life instantly.
Participant # 30 Jenna: Reading the Mezirow articles helps me read between 
the lines of real life.
ITAF learning theory served as a vehicle that permitted the exploration of the 
ambiguous sides of a questioning self. ITAF appeared most successful when the 
learning environment conspired to move students’ thinking forward beyond the noisy 
chatter of self-doubt. Once these ground rules were established, participants 
welcomed controlled chaos and ambiguity because within the security of the 
classroom environment, it became exciting to face its challenges unafraid.
Change as a Natural Process
Journals stated that change has historically been difficult for undergraduates. 
Many students reported missing their high school friends, relationships, and teachers. 
Living away from home meant freedom but also brought unexpected surprises 
including loneliness, estrangement, and unfamiliarity. Many participants wrote that 
even slight modifications in grooming, attire, attitude, or vernacular were difficult
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
125
because they wanted to cling to the familiarity of the past. Ne w acquaintances who
failed to model themselves correctly were considered weird or strange. Passing
judgment to deny these experiences left many students defensive and confused.
Intellectual matters including thoughts and ideas were equally difficult when they
seemed unfamiliar or new.
Participant # 19 Carzell: I really didn’t understand where you were coming 
from at first, but now I see it means giving up childish ways and becoming a 
man.
Participant # 18  Becky: I was not prepared for college social pressure 
because I was afraid to change from my old ways.
Participant # 27 Richard: I wanted to play college like I was still in high 
school.
Participant # 20 Jake: I’m finally learning how to think like a grown man.
Participant # 04 Tina: Change now seems to me as natural as the weather. 
Sometimes calm and predictable, sometimes violent, wet, and scary.
Participant #19 Carzell: For me, it’s been hard to leave my hometown of Des 
Plaines. That independence has forced opening up a new world for me.
Participant # 03 Katie: I think that before, my mind was too weak and lazy to 
welcome change, but college life demands it.
Participant #01 Rashad: CAHA is making me take a second look at old 
friends, people I used to consider to be my type of person.
Participant # 27 Richard: If a kid didn’t dress like me, I wouldn’t want to be 
seen with him in public because he didn’t look cool.
Participant # 07MJ: I thought people had to look right or I wouldn’t want to 
hang with them. Here I’ve made friends with people I would have never 
considered cool.
Participant #11 Bridget: I never thought I’d listen when I didn’t want to, but 
you got my attention with Dewey’s discussion of how we think.
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Participant # 04 Tina: When I first came to NIU, all I wanted to do was go 
home. I have struggled with this loss for three fucking years.
Participant # 23 Stephen: I was interested that Dewey saw thinking as an art 
form so I am amazed that a book almost a 100 years old could be so 
influential in helping me move from East Aurora to college.
Participant #30 Jenna: In most classes I’ll just day dream or think about my 
boyfriend because there’s nothing happening to keep my interest. I’m now 
starting to realize I miss my parents too much to be in college right now.
Participant # 09 Tyrone: I feel like other teachers should take your class to 
get transformed.
Participant # 05 Doug: I feel mature and responsible in learning how to think.
Participant #17 Ale: I finally feel like a player, and I mean that in a positive 
way. I thought it was funny when we played the mirror exercise. You called 
out “change” exactly at the moment I felt most in control so I had to deal 
with that off balance moment, just like life.
Participant # 28 Doreen: It dawned today that transformation means lifelong 
learning.
Participant: 02 Becka: Never before have I actually felt like a teacher.
When you told us we could design our own exercises, I didn’t realize we 
would be leading them too. This meant we had to make them work from a 
practical sense and not just on paper like in my other classes.
Participant: 08 Steff: Making up our transformation exercise was a huge 
boost of confidence for us because we had to come up with an idea, explain it 
to the entire class, then figure out a way to make it work. I could tell it 
worked because many participants gave great feedback on things I missed.
Participant # 29 Gloria: I like it when things happen in our class that surprise 
me, like when someone’s interpretation o f what’s happening is different from 
my own. I used to think my way was the only way. I now see that is not true. 
So, can no person can be wrong when they believe in who they are and what 
they are doing?
Participant # 2 4  Vi: It would be wrong to think that everyone thinks like me. 
Just because their interpretation was different from mine, does not make 
either interpretation wrong or bad.
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Participant # 20 Jake: I think it’s my changing attitude that makes change 
transpire. Many people can have great ideas, but they are no better or worse 
than mine. Just different.
Participant # 25 Lindsey: When the creative spark hits, that’s when you 
know you’ve learned something in CAHA class. A light goes on and you 
think, I never looked at it that way before.
In summary, change as natural process indicated students’ acknowledgement 
of their personal uniqueness. It can be anticipated that their understanding will lead 
to acceptance of the inevitability of change, as a part of life.
Effect on Students
Chapter 4 now turns its attention to the private, affective dimensions of how 
ITAF theory was internally applied by students. The analysis revealed two 
categories: Self-Discovery, and Self-Directed Learning. Both offer highly personal, 
introspective constructions describing individualized growth and development.
Self-Discovery
This category is composed of three themes: confidence, how the se lf  is 
crafted, and transparency. Confidence refers to students’ intrinsic beliefs and 
commitment to grow through ITAF. Thoughts and feelings merged to contribute 
maximum information for decision making and comprehension of actions. How the 
se lf is crafted acknowledged eccentricities and how they coalesced to reveal 
participants as unique, diverse, and whole human beings. Transparency implied 
clarity between one’s thoughts, feelings, and actions with additional focus on
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compassion for others. In addition, a need appeared to articulate self-discoveries on 
paper as well in the form of the journal-writing process. As students perfected their 
individual writing style, the assignment tended to consummate learning cycles. 
Participants stated that the more they could share in the journal the better they were 
able to process learning opportunities.
Confidence
Participants wrote that the difference between confidence and no confidence 
was the amount of strength, determination, and conviction that could be brought to 
bear within their belief system. Students remarked that confidence in general was 
either on or off for them, with little middle ground. Either they were self-assured or 
they were not. CAHA participants related that many of their friends felt the same 
way, and that peer agreement about feelings was frequently relied upon as a 
barometer for successful decision making. Nevertheless, students stated that they 
had no choice but to rely on their own natural ability when choosing a method of 
survival.
Participant #26 Andy: Today I got a job offer I really wanted. I got the 
written offer today and went on my "ride along" with a sales rep. last Friday. 
CAHA helped me on this ride because I was not too shy to express my 
opinions. I did not sit in silence and I kept a professional attitude about 
myself. This gave me the advantage above every other candidate because he 
and I could relate to each other because I was comfortable enough to ask him 
questions and give my feelings about sales calls and how I think meetings 
went.
Participant # 07 MJ: Lately, when I do something as stupid as screwing in a 
light bulb, I have confidence it will light without testing it before I replace the 
shade.
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Participant # 09 Tyrone: I know that if  I'm comfortable with myself that I can 
be comfortable with anyone else in any situation.
Participant #14 Ruth: I worry much less now about what it is others think of 
me. I’ll be in a social situation for instance and not worry about how I’m 
handling myself, and that’s huge.
Participant #07 MJ: Since I’ve had a chance to experiment with myself and 
the rest of our class in CAHA, I’ve become much more comfortable with 
myself in other classes.
Participant # 20 Jake: I’m feeling more and more in control because of our 
class. Negative feelings have nowhere to enter when you’re operating at peak 
performance.
Participant # 25 Lindsey: When I risk to learn in CAHA class, I know I am 
supported by everyone else. I feel sorry for kids who now seem to be so 
misinformed because they have not had this class.
Participant # 17  Ale: It’s the exercises that are both fun and scary at the same 
time that make me learn about myself. Even if  I didn’t know how they 
helped me to see, they’d still be fun to play, but it’s the insight that’s so new 
to me.
Participant # 05 Doug: It is everyone’s positive attitude in our class that 
gives me confidence in all walks o f life, but I don’t think I’d get all the 
insight if  I didn’t write it down.
Students frequently journaled over recurring themes impacting their lives.
For example, when self-confidence was low, they felt that they performed at less 
than their true ability, including presenting their work within dysfunctional learning 
environments, or articulating thoughts and ideas in response to staunch authority 
figures. Both situations produced considerable consternation in determining an 
attitude suitable for confidence formation under those circumstances. Moreover, 
students became so undone that even anticipating such encounters became a grueling 
and stressful event.
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Participant # 08 Steff: I know I worry too much over what may happen to 
me, because usually my worst fears never materialize. But I find it very 
difficult to trust strangers who control my future.
Participant #15  Kerry: 1 wish I didn’t worry so much about presentations in 
other classes. In CAHA I’m fine, but I need to learn how to bypass negative 
vibes in my other classes too.
Participant # 21 Meena: Preparing for a class presentation is still difficult. 
Although I ’m comfortable in CAHA, my other classes make me very 
nervous.
Participant # 02 Becka: My confidence in CAHA class works in my other 
classes as well.
Participant # 09 Tyrone: If I get pulled over by a cop I get very nervous even 
if  I’ve done nothing wrong. But when it happened to me and my friend 
yesterday I was cool because I knew I was confident.
Participant # 04 Tina: I usually never try to deal with parking services. It’s 
just too stressful, so I just pay the fine. But in CAHA I’ve learned to be 
confident in myself. So I ran across the lot and actually explained to him that 
I ’d forgotten my hang card. To my amazement, he actually cancelled the fine 
in his computer.
Participant # 20 Jake: I don’t like it when professors judge me unfairly.
Participant #13 David: I feel a boost in confidence from CAHA class 
because no one is threatening or against me. I wish I could say the same for 
my Gen Ed classes.
Participant # 24 VI: I think I like to test my emotions and feel all these things 
because they make me feel alive for the first time.
Participant # 11 Bridget: Faithful. That is the word that best describes what 
your class has done for me. Now that I finally understand it, I know I can 
keep it even when times are tough.
Participant # 30 Jenna: I’ve learned that I deserve respect even when I make 
mistakes.
Participant # 03 Katie: Being scolded without forgiveness does me no good at 
all.
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Participant #1 0  Cassie: Because of this class I’m stronger as a person. I am 
much less fearful in situations where I know I am being manipulated on 
purpose.
Participant # 24 Vi: I ’m confident in classes where I’m not made to feel 
afraid.
Participant # 25 Lindsey: I told my COMS professor, teach me but don’t 
make me feel ashamed.
Participant # 29 Gloria: Now I think more clearly before I act because that’s 
what I have to do in the real world.
Participant # 28 Doreen: Just because others may be mean or resentful toward 
you doesn’t mean you have to lose your self-confidence or be weak.
Confidence referred to ways in which students intrinsically understood how
to overcome negative events and not allow them to affect them personally. Instead,
students applied classroom experiences to fortify themselves for life in the real
world.
How the Self is Crafted
ITAF utilized its spontaneous nature to provide students with a platform to 
explore, understand, and free themselves from the pressures o f intimidation which 
may arise under conventional classroom conditions. Many participants in this study 
wrote how the class had a therapeutic effect on them because they felt secure. Some 
students stated that self-awareness helped them overcome long-standing obstacles of 
doubt and fear because the experiential nature of the work kept them physically and 
mentally focused. Students journaled about the effects of solidarity and trust
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between classmates as an essential part of the learning process, and that classroom
phenomena filtered into their daily lives.
Participant # 20 Jake: This class is better than therapy. When my mom died 
they brought us in to see a grief counselor. None o f us wanted to go. It felt 
very formal, and it made me uncomfortable, but I now know that’s just the 
way it is with death, and people around you do the best they can to ease the 
pain.
Participant #1 6  Philip: I think of this class like therapy. Although I’ve 
never heard you mention this, it has that effect. It’s like I can see who I am 
more clearly as a person because I feel secure.
Participant # 26 Andy: I learn in CAHA because my internal judgments clash 
with what I should be doing.
Participant #3 0  Jenna: I love this class because it makes me feel safe. Life is 
filled with way too much insecurity, and in CAHA I feel strong.
Participant # 08 Steff: This class is very helpful because I know it’s real, and 
helps me make better decisions in everything I do, and I remember the good 
feelings when times are tough.
Participant # 1 0  Cassie: When I have to deal with the real world and people 
aren’t nice to me, I have only to remember how supported I am in CAHA 
class and I have the strength to do whatever it is I have to do.
Participant # 13 David: I think it’s a combination of the exercises, the 
articles on e-reserve, and this journal that helps me understand who I am as a 
person.
Participant # 1 4  Ruth: Without the total package of articles, games, and 
journal I doubt I would have come this far as an independent woman.
Participant # 23 Stephen: I never used to be able to sort out what I am 
supposed to think and feel at times because life is so confusing for me. 
Because of our class, I feel more in control of me.
Participant # 30  Jenna: CAHA class was the best thing that ever happened to 
me. That first day, when you tried to scare everyone? I was thinking, oh, my 
god! Where has this been all my life?
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Participant # 24 Vi; Life comes fast and furious. With CAHA class I feel like 
I can keep up.
Participant # 1 2  William: Self-understanding was a process in this class.
Participant # 15 Kerry: Way back in August when you told us we would 
actually stage our own final exam in the Holmes Student Center I was scared. 
Show what we’ve learned in front of a group of strangers? You only 
heightened my anxiety when you announced that teachers, family, friends, 
and staff persons were invited too, plus anyone else who wandered into 
Diversion’s Lounge. Now we’re only a week out and I’m so excited.
Participant # 16 Phillip: At first I was afraid, two weeks later I’m not.
What’s happened to all that fear? Have I stuffed my fear or is it gone for 
good?
Participant #11 Bridget: All Thanksgiving break I found myself suddenly 
thinking about what we can do to impress our audience with all we have 
learned.
Participant #01 Rashad: I never thought I could actually believe in me as a 
person, but the class lets me measure how far I’ve come.
Participant # 16  Phillip: You’ve awakened to me to my gifts and reached me 
in ways nobody ever has before. By showing me how to let go of fear, you’ve 
made me strong. The first day o f class I was flabbergasted.
Participant #01 Rashad: All of my friends who took your class two years ago 
said it was fun and easy but after my first day o f class I was ready to take you 
up on your offer to quit and drop out. This conflict by itself was a real eye 
opener.
Participant # 25 Lindsey: On the first day I thought to myself, how can it be 
an easy class when I’m scared to death? We hadn’t even done anything yet. 
But I knew I was already learning a way that was new. That’s when I 
understood why I had to stay in your class.
Participant #02 Becka: Why take a class if  you’re nervous and 
uncomfortable? It’s because CAHA is a very compassionate class. It was 
your kindness that made me see, this was the real deal.
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Students often interpreted their reality and behavior by looking to others for 
affirmation that confirmed who they are. This evidence supports what Spolin (1963) 
referred to as the young adult’s need for approval/disapproval. The traditional 
undergraduate students have not yet experienced life sufficiently to understand their 
entire stock of inherent proclivities and feelings, and they look to friends and peers to 
inform them on the success or failure of their perceived self-identity. Confidence in 
their self-assessment skills became keen and the data is thick with participants’ 
insights.
Participant # 1 0  Cassie: I really think I need to understand myself better. My 
parents are always on my case about my friends, habits (smoking and 
drinking), and my career goals, or lack thereof.
Participant #01 Rashad: I use to feel like I had to be everything to everyone, 
but your class is teaching me a level of self-respect I never had before.
Participant # 04 Tina: I’m beginning to realize how to be comfortable with 
who I am, warts and all.
Participant # 06 Ezekiel: I always felt like I had to do what others wanted 
me to do. At all costs, I wanted to appear confident, even when I wasn’t. In 
this class I can just be myself and learn much easier because everyone 
supports me.
Participant #13 David: I now understand that pretending to be cool was 
largely an illusion because I had yet to learn to think for myself. I don’t have 
to play make believe in CAHA.
Participant # 08 Steff: I don’t want to live in a state of illusion anymore. I 
need to take stock of my true abilities so I can be more authentic.
Participant # 15 Kerry: Guys in CAHA don’t hit on me because they know 
we are all real and vulnerable in order to learn as much as possible.
Participant # 19 Carzell: I’ve noticed that sometimes we cut our scene off too 
soon because we’re afraid to take it to the logical conclusion. If we can move 
beyond this fear in class, we can move more easily in the game of life.
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Participant # 25 Lindsey: I was glad when the problem of dropping out of our 
scenes came up during evaluation because it really let the cat out of the bag, 
as far as what we need to be focused on.
Participant #21 Meena: Our new rule is that no one can just yell out “that’s 
the scene!” That means that we have to figure out a way to bring our scenes 
to a logical and complete conclusion.
Participant # 10 Cassie: I have to stay sharp in class. Not because of you so 
much, but because of my friends whom I don’t want to disappoint.
Participant #29 Gloria: I feel like almost all of us are working very hard in 
class now. Joe is the only one who seems to hold back. It seems like he is 
afraid to let go. I only mention this because I’ve had to work with him the last 
three sessions.
Participant # 21 Meena: What started as baby steps are now giant leaps.
Participant # 16 Phillip: I realized today that progress in CAHA happens 
differently from person to person. I don’t do as much as some, yet I still feel 
part of the family. For people like me, it takes a little longer to open up, so I 
hope you will continue to be patient with me as I am moving forward little by 
little.
Participant # 28 Doreen: It’s all making more sense to me now. I now see 
better why I do what I do and how I’m the one in charge of my future. Sure, 
it’s me, and who I am as a person, but I don’t think I would have achieved as 
much without my friends in CAHA class.
The composite effect revealed in this theme showed how undergraduates 
understood themselves through self-awareness despite individual eccentricities and 
the ruminants of adolescence. Adult self-understanding alloyed students to the 
fundamental similarities they did share, guiding them in the direction toward a higher 
level of comprehension.
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Self-transparency within the context of this study implies genuineness as
revealed in the student journal text. There was a sincerity of belief and mission
among students resulting in epiphanies which were communicated by the written
word. CAHA 492 participants seemed inspired by this quest for authenticity, partly
because it was unavailable elsewhere, but more importantly because the ITAF
learning environment provided a heightened classroom experience. The resultant
humanistic verve caught the participants’ attention and it inspired and motivated
clarity of thought and feeling by relating the class work to real-world needs.
Participant # 28 Doreen: When I write the journal it reminds me of my diary.
Participant #11 Bridget: Change is not easy unless you have support from 
people like the kids in CAHA. I know I have to carry my own weight, 
because life expects it.
Participant #11 Bridget: When we discussed transparency its meaning didn’t 
dawn on me until I realized I was articulating my own ideas, like when we 
did the mirror exercises.
Participant #1 9  Carzell: This class is the real deal because I can be me. How 
can I lie to myself after I’ve learned to see?
Participant #13  David: So I say to them, don’t steal my realness just because 
you’re stuck in your old ways.
Participant #1 5  Kerry: I have been scared by some teachers and that has 
given me an artificial view of teaching.
Participant # 01 Rashad: I think classes should be based on how to apply my 
skills in the real world.
Participant # 12 William: Teachers with their Ph.D. can empathize with the 
students and do a great deal of good to help prepare them for their careers.
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Participant # 18 Becky: I feel like if I miss a class I will disappoint everyone, 
especially myself, so I’m proud to say that I never used my freebee absence.
Participant # 1 7  Ale: I sometimes think about the loss so many people in this 
world suffer, who had all the tools, but were never quite able to pull it all 
together.
Participant # 1 4  Ruth: Everyone knows CAHA is a class you don’t want to 
miss, not just for seeing classmates, but for those persons who never had the 
opportunity to take it.
Participant #21 Meena: What I learn is not available anywhere else. I feel 
safe and trustful in CAHA, and I know I won’t be betrayed.
Participant # 28 Doreen: CAHA gives me a different attitude about myself 
and my life because I realize completely my success is in my own hands.
Participant #13  David: In my other classes, everything is all laid out by the 
professor, but here I must think about how all the individual parts fit together 
because I have to make it happen by myself.
Participant # 29 Gloria: I feel responsible for our success or failure in ways I 
don’t fully understand. All I know is, I don’t want to disappoint anyone.
Participant # 07 MJ: This style of learning is very practical because there is 
no room for bullshit. I have to be honest with myself or I fail to live up to my 
potential and the expectations of the other kids.
Participant # 23 Stephen: Your class makes it very difficult for me to lie to 
myself. In a word, CAHA is real learning.
Participant # 30 Jenna: Too many teachers expect me to automatically know 
where they’re coming from when I’m only 19 years old.
Transparency in the context of the ITAF structure functions on four levels:
1) the classroom learning environment. 2) self-directed reflections upon the
individual self, 3) applications of ITAF principles in real-world environments, and 4)
clarity of communication of learning phenomena as revealed by the student journal
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text. The combination of intrinsic creative awareness, cognitive perceptions of
reality, and meaning making resulted in full-circle cycles o f developmental learning.
Participant #01 Rashad: When I put my thoughts on paper they become a 
part of who I am. That’s how I feel CAHA class has changed me. I can make 
a major commitment to myself and not sacrifice my bacon.
Participant # 30 Jenna: I understand why you’ve been so good at getting us 
to open up. We all feel safe in CAHA, something I can’t say for my other 
classes. When I say safe I don’t mean easy, just accessible.
Participant # 06 Ezekiel: In most classes I can daydream or text message. It 
won’t make any difference because the teacher doesn’t care about me 
anyway. But in CAHA, I have to keep sharp or else I disappoint myself and 
my classmates.
Participant # 04 Tina: I’m surprised to realize and still wonder why I have 
never felt smart before taking this class.
Participant #11 Bridget: I feel like I can explore who I am because our whole 
class is set up that way. Everyone is fun and interesting to work with, and 
that makes me want to work hard to discover who I am.
Participant # 14 Ruth: I am usually very structured in my life, and some say 
too anal. I think about the same things over and over again, but seldom feel 
anything new. I have found my worry does little to change the situation, but 
in CAHA there is no time to worry about the past.
Participant # 20 Jake: With so much going on in class, I have to stay on my 
toes or else I miss the chance to make a contribution when it’s my turn. I like 
this new freedom because it makes me feel more in control o f my life.
Participant # 04 Tina: I think that getting real with myself is helping me 
understand other people better. I worry much less now about saying the 
wrong thing or embarrassing myself in front of guys.
Participant #15  Kerry: Don’t want to pretend to be someone I’m not 
anymore.
Participant # 1 7  Ale: When I have to get up and do a scene I used to be 
scared, but I have opened up my shell.
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Participant # 07 MJ: In CAHAI never feel rejected for my ideas and that 
makes me feel incredibly strong. Why doesn’t society favor new ideas more 
instead of rejecting them so easily?
Participant # 20 Jake: I wonder, is there a link between popular culture and 
the judgments we pass on others? If so, I think it’s unfair because all it 
amounts to is others telling you what to believe.
Participant # 09 Tyrone: The journals I write help me understand the changes 
I experience everyday. Sometimes I know instantly something important has 
happened because I feel it, and know it’s real. But it’s not until I write it all 
down that I fully appreciate the significance.
Participant # 13  David: The journal helps me appreciate the direction my life 
is going. It may not always be the best news, but at least it’s the truth.
Participant # 22 Jessa: Sometimes life goes so fast I don’t really have time to 
reflect what I have learned. Unlike other assignments that seem meaningless, 
I always make time for the journal because it shows me where I’ve been.
Transparency amounts to the lowering of defenses to reach the inner self.
This includes the capacity of hearing the voice of truth and meaning that weaves a
continuous thread o f reality throughout one’s consciousness. When individuals are
free to examine the workings of consciousness from a position of focus, they become
empowered to take control of their life. Transparency of self is a combination of
natural reasoning processes that dissolve fear and confusion in a flash of intuition.
Intuition is a form of reasoning that determines and guides behavior. It is founded
on mental structure that is yet to be set in stone, consequently directing students
toward new levels o f understanding.
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Self-Directed Learning
Self-directed learning as applied to this study is an individually crafted 
cognitive and affective learning technique. Participants grasped the effectiveness of 
uniquely individual characteristic intelligences that were tested and crafted through 
the ITAF classroom environment and real-world experiences. The highly social 
learning environment revealed the hidden nature o f budding phenomena in the 
moment. Insight and wisdom were subsequently reflected upon privately to 
determine, analyze, and confirm new acquisitions of knowledge. This process of 
discovery was self-initiated by participants, thereby engaging cognitive and affective 
spheres of consciousness simultaneously.
The category is associated with three distinct themes which emerged from 
the data. Responsibility taken for one’s actions, education, and future means 
students understood and exceeded status quo expectations for themselves through 
heightened involvement and participation. Risk fo r  development and growth 
provided the strength and resolve students needed in order to transcend fear 
thresholds and exceed the limitations o f familiar expectations. Critical thinking and 
reflection were identified as distinctively personal self-directed processes chronicled 
within the student classroom journal writing assignment.
Responsibility Taken For One’s Actions. Education, and Future
Learning to becoming responsible young adults was a phenomenon highly 
prized by the undergraduate students enrolled in CAHA 492. When students were
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asked to self-analyze the results of classroom activities, they gave smarter and wiser 
answers than in other classes where they were told what to do.
Participants stated that becoming adult was an event to be postponed as long 
as possible because they perceived it meant a loss of personal freedom. In reality, 
participants grew to understand that adulthood opened doors to opportunity. Self­
accountability produced insight unsolicited by this researcher. In other words, 
participants transformed old perceptions into new frames o f reference. Development 
happened because the learning environment permitted it, motivating the student to 
learn.
Participant # 28 Doreen: My other classes are no longer just “out there” for 
me since I ’ve learned to think as an independent woman.
Participant # 03 Katie: You’ve given us the trust to take our awesome class 
as far as we possibly can in the two weeks left in the semester. If I could do 
it all over again, I gladly would do so because I am learning so much in here.
Participant # 17 Ale: What else is out there to make me give and achieve any 
more than I am giving right now?
Participant # 24 Yi: I didn’t know it would be such a good experience, now I 
wish it wouldn’t end.
Participant #11 Bridget: We are able to realize what we need to learn most 
because the class keeps us on track. If I am not paying attention, something 
happens to wake me up and I get my act together again.
Participant # 3 0  Jenna: Whenever a professor makes me feel small, I feel 
dependent and needy. In CAHA I’m more in control of how I learn. It’s 
something I have to do because I’m up there in front of God and everyone.
Participant # 29 Gloria: For me, CAHA bridges the gap between adolescence 
and adulthood.
Participant # 16 Philip: Until your class I was content to just be told what to 
do by my teachers. My friends felt the same way, so what difference does it
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make anyway (they said)? I think that’s why I don’t remember very much 
from a lot of my classes. In CAHA the shoe is on the other foot.
Participant # 03 Katie: Memorizing from a textbook or notes does little for 
me because it doesen’t teach me how to think. I take the test, get an A, then 
immediately forget it ever happened.
Participant # 25 Lindsey: I don’t learn well for the sake of a grade.
Participant # 24 Vi: CAHA class got me thinking about how out of sync 
much of college is with the real world. I want to do more to feel accountable 
for my success, instead of just expecting success to happen somewhere down 
the road.
Participant # 26 Andy: While a lack of responsibility is comfortable for me 
on one level, I prefer making decisions with no one to else blame for the 
result but myself.
Participant # 27 Richard: Now that I’ve grasped what you’re teaching us, it is 
distasteful for me to return to my old ways, like drinking too much. Because 
we’re so different, my CAHA friends practice moderation.
Participant # 09 Tyrone: I know when I have made a major step forward in 
my life because two things happen. First, I forget about old acquaintances I 
decide I don’t want to be around anymore. Like the H.S. dope smoking 
crowd. Second, I read more scholarly type books and articles.
Participant # 12 William: I’ve quit weed to better myself.
Participant # 28 Doreen: When I read authors who have the same ideas as me, 
I see possibilities to use my own thinking to make the world a better place. 
This makes me think I may become a college professor.
Participant # 26 Andy: In my geography class we have to a group project.
My teammates do not lift a finger to help. This has happened more times that 
I care to count, but this time I actually don’t mind. Because of CAHA I have 
learned that taking responsibility for my education is probably the most 
important thing I can do right now.
Participant # 14 Ruth: I’m interested in learning as much as I can. If some 
kids in my other classes don’t want to carry the weight, I see it as their loss 
and more opportunity for me.
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Participant # 08 Steff: I now feel some power when I make my own choices.
I used to feel weak or used, especially by boys.
Participant # 09 Tyrone: Why my teachers wallow in their own sense of 
control I’ll never understand. What is their problem! Sometimes I think they 
are just needy and unhappy people.
Participant #1 6  Phillip: I like finding learning opportunities and claiming 
ownership of the consequences. This makes me feel strong.
Participant # 25 Lindsey: You used to say nothing to me in class, just look 
me in the eye and nod. Now I ’m actually leading exercises.
Participant # 27 Richard: Whether I’m critiquing group work or leading a 
classroom presentation, I ’m focused on my future and not a grade.
Participant # 17 Ale: Much of what I learn in CAHA I learned to do all by 
myself.
Participant # 20 Jake: You don’t admit it, but I think you actually demand a 
lot of us. It’s just different from most classes because we have to figure the 
activities out for ourselves.
Participant #15  Kerry: Is leadership wisdom, or is it compassion and vision?
Participant # 05 Doug: When I’m in charge of what’s happening in CAHA 
class, I enjoyed all the attention, but I still have to deliver the goods.
Participant # 06 Ezekiel: Sometimes in life I feel like I’m just going through 
the motions. There’s nothing good about that. Everyone in CAHA sees 
when you turn in a quality effort, so you have no choice but to do something 
o f quality outside of class.
Under the effect of ITAF, undergraduate participants were freed to transform 
usual and customary thinking practices by taking responsibility for the success of the 
class. This concept held universal appeal for participants because ITAF principles 
could be applied to a variety o f content, both within and without the classroom. For 
example, participants journaled that nagging problems haunting them for years
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evaporated when responsibility was taken, analyzed, and evaluated. Sometimes self­
ownership was difficult, but it proved to be an important element in the growth and 
developmental process.
Participant # 02 Becka: I have always liked to blame other people for my 
problems since it is a lot easier to be resentful than responsible.
Participant # 07 M J: When you told us how you were so proud o f us for 
taking responsibility in our class, I felt like I understood what responsibility 
was all about for the first time.
Participant #13 David: It’s cool to believe in something even when others 
don’t agree, but it’s even better when everyone else supports you. I think to 
myself, just do something gutsy and honor it.
Participant # 06 Ezekiel: At first I didn’t worry if  my decision is good or bad, 
because I was just going through the motions as I usually do. But I’ve learned 
to buckle down in CAHA.
Participant # 23 Stephen: I don’t mind telling you that I’m the kind of person 
who needs the approval from others, so CAHA class uses my best learning 
style.
Participant # 08 Steff: I’ve always played it very safe in my life and that has 
hurt me. But in CAHA I’m finding out that people will support me even 
when I am not sure if  my ideas are creative and original or if  they suck.
Participant #1 4  Ruth: I think kids my age want to hang onto our youth. We 
look at the adults in charge of things and we don’t like the way they handle 
themselves a lot of the time.
Participant # 10 Cassie: I think kids today don’t want to grow up too fast 
because we like irresponsibility. Adulthood is a little frightening, because of 
the responsibility.
Participant # 05 Doug: I hope my experience in CAHA class sticks with me 
because it’s a jungle out there. Will I turn out the same way? I hope not. I 
see through you that growing old is not the end of the world.
Participant # 24 Vi: This is the beginning. I think that’s why for some, being 
a responsible person makes you feel like you’ve lost your youth, I mean, no
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one wants to get old. What about this idea? Maybe being young is a feeling
or attitude and has nothing to do with age at all.
Students who assumed positions of responsibility accessed untapped talent 
and ability because responsibility required heightened levels of awareness. In 
addition, participants understood their own insights through the eyes o f others. The 
key to appreciating these dynamics centers upon accepting the wisdom of alternative 
attitudes, beliefs, and behaviors in oneself, others, and the world at large. The 
concept of personal responsibility empowering students in spite o f risk, appeared at 
the heart of the self-directed learning process.
Risk for Development and Growth
As confidence, solidarity, and motivation increased, participants took their 
class to the level of art. Visitors were always welcomed, and it became clear that 
their presence accelerated the developmental process. Students were willing to 
challenge themselves and overcome almost any resistances in order to earn a larger 
world view. These journeys into the unknown strengthened participants’ resolve for 
what can be achieved in their lives, especially in conjunction with the support of 
peers.
Participant # 28 Doreen: I’m learning that art and life are the same.
Participant # 26 Andy: Artistic examples of everyday reality are learning at
its best effectiveness.
Participant # 16 Phillip: Is all this change like life will always will be?
Participant #11 Bridget: At first I was scared when Kim appeared at our
door and wanted to join our class. I didn’t know this girl, plus she was an
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Alpha Omega, and very pretty. All of that in one package made me feel very 
intimidated, but I took a risk and invited her to join our little group.
Participant #21 Meena: My old way would be to snub someone I didn’t 
know because I thought it made me feel more in control, but I’m starting to- 
see that you need to be able to get along with all people and not judge them 
too harshly.
Participant # 08 Steff: Today I took a page from the book of CAHA and 
transformed my fear and took a risk by asking the new guy to be my partner.
Participant # 03 Katie: I was so happy when I saw you high five Mike and 
give me the thumbs up. In that instant I knew I ’d made a major step forward. 
I ’ll never forget how good it felt to do something so positive and nice for 
someone I had not been introduced to.
Participant # 24 Vi: I thought it was awesome when Jan invited Kim into our 
class. To see shy little Janie do something so cool was an inspiration for all 
of us. For one thing, it showed me that I need to show more kindness, and 
second, I thought it was an incredible teachable moment to happen purely by 
chance. Now, that is what I call educational art.
Participant # 10 Cassie: I hope I will enjoy similar moments when I become a 
teacher and have a classroom of my own.
Participant #20 Jake: That girl that wandered into our class yesterday was 
taking a risk. All she knew was that our class was cool and fun because she’d 
been watching us at the door for weeks. I wish I had the balls to risk as much 
as she.
Participant # 07 MJ: How often do you enter a room full of strangers and 
everyone gives you a round of applause? I thought you already knew that 
dude in the wheelchair.
Participant #21 Meena: The easier choice would have been for me to do 
nothing at all, but I invited the guy in the wheelchair to do our scene. To see 
everyone accept him like a long lost brother was awesome, and it left me 
glowing all day long.
Participant # 01 Rashad: None of my other professors would have ever let a 
stranger even listen at the door. I’ve seen people try, and the professor would 
be rude or angry. It must have felt like an invasion o f privacy to him, but all 
it taught us was how to be rude.
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Participant # 20 Jake: I’m not afraid of taking a risk when my future depends 
on it. In other classes I can just lay back and do nothing, but in CAHA I’m in 
control o f my own destiny. In this class, I am empowered.
Participant #21 Meena: When I am in control, I am engaged in self-directed 
learning like Brookfield stated in the article.
Participant # 09 Tyrone: Confidence is a big part of the art form experience.
Participant #1 2  William: I do not sacrifice myself in CAHA, I give myself.
Participant # 18 Becky: I only have to please me, and the art form education 
we always talk about is one good way.
Participant # 05 Doug: I feel real in CAHA, like an artist, in control of my 
life.
Participant # 25 Lindsey: Somehow, you’ve helped me to become more 
wellness-minded. You don’t tell me to be gutsy, you don’t tell me to risk, but 
your actions and teaching style promote it. I have to do what I have to do to 
help make the class work, and in doing so, I learn.
Participant # 26 Andy: In my other classes all I have to do is look cool and sit 
there and I get an A. Now I lead small groups and ask questions and you tell 
me I’m barely passing.
Participant # 19 Carzell: I guess it’s about opportunity to strut my stuff. In 
other classes I never get the chance, or else it’s too hostile an environment so 
I don’t want to. Here it’s an even playing field.
Participant #1 4  Ruth: Why do I learn more in CAHA than in my other 
classes? I mean you don’t teach me about chemistry. I’ve come to realize 
how communication and teamwork relates to understanding chemistry.
Participant # 23 Stephen: It pisses me off that I can’t just sit in the shadows 
in CAHA. Whenever I see something that needs changing, I feel like I have 
to get it together and make it happen. This often takes a lot of energy on my 
part, but like we discuss, art is about how well we live our lives.
Participant # 29 Gloria: When Debbie didn’t have a clue about how to end 
her scene, I just jumped up and bailed her out. It felt good to take action with 
no prior direction, because I had previously thought about how to do this.
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Participant # 1 7  Ale: I’ve never been so generous with my time as I have in 
this class, but then I’ve never felt so rewarded by my peers either.
Participant #15  Kerry: At work, when something goes wrong I hear a lot of 
“sorry, it’s not my job” kind of thing. I used to think that was cool, it’s like, 
hey! Not my problem! But you’ve made me see that successful people don’t 
adopt that attitude.
Participant # 1 7  Ale: Professionals don’t worry about what others think 
because they reflect on doing the right thing.
Participant # 05 Doug: There’s nothing good about being irresponsible, and it 
doesn’t inspire you to mature as a person.
Participant # 1 7  Ale: I’m finding out that I like taking a bit of a gamble 
because for one thing, it’s really not usually a big deal. I think people worry 
too much about poor me, but now that attitude feels weak and lame to me.
Participant # 02 Becka: Being responsible is actually fun, and no one can 
fault you for taking it.
Participant # 06 Ezekiel: I feel like you’ve made us take responsibility for 
our actions by taking a risk and understanding why we take it.
Participant # 09 Tyrone: I’m starting to see that scary is not a bad place to be. 
Like you tell us, it’s not like walking in front of a Huskie Bus.
Participant #13  David: CAHA was supposed to be an easy A. Not true. It 
turned out to be the best class ever for learning to understand myself and 
human nature.
Participant # 19 Carzell: I’m going to be real with you just like you’ve taught 
me. At first I was angry with you, and did not want to trust you because I 
wanted to just lay back and get an easy A. But then you didn’t put any 
pressure on me to get involved. Even when I pulled out my cell phone, you 
said nothing. My other teachers shit when I pull this stunt. Then I wanted to 
start working hard for you because you reached me and now you’ve given me 
leadership responsibility in our class. I now see that my anger was my own 
fear.
Risk for development and growth was made possible through a safe learning 
environment and an art-form approach to education. ITAF emerged from the reality
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of classroom dynamics, articles, and spontaneous moments of incidental learning 
that illustrated principles studied. Those moments were perceived and made 
meaningful by CAHA students through heightened awareness and real-world 
experience.
Critical Thinking and Reflection
Critical thinking within the context of the ITAF is the ability o f students to
analyze phenomena and reach satisfactory conclusions that make sense of extrinsic
experience. Critical reflection is the process that gives access to a palette of thoughts
and feelings, forming a nucleus of ideas to supply the critical thinking arsenal.
Cognitive and affective, both techniques obey a disciplined sequence o f checks and
balances between imagination, logic, and the practical application o f solutions in a
real-world environment. In conjunction, the ability to concentrate for extended
periods of time is a requirement supporting healthy self-esteem and confidence-
generating practices. Participants critically reflected on the nature o f their self-
identity by examining who they are as a person, what makes them tick, and where
they see themselves in the future. Insights and thoughts of classroom and life were
then recorded by the weekly classroom journal.
Participant #13 David: Information has its place, but learning how to think is 
an adult skill.
Participant # 11 Bridget: When we read the article on critical reflection I 
realized it was going to be practical.
Participant # 09 Tyrone: Critical reflection for me means thinking about what 
you’re going to say before you say it.
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Participant #1 2  William: Critical reflection by nature is impossible to discern 
through words alone. It has to be experienced.
Participant # 06 Ezekiel: Only after I’ve considered all the possible outcomes 
do I feel like I can do the right thing.
Participant #05  Doug: Critical thinking is a survival instinct.
Participant #1 9  Carzell: Everything we are exposed to in class is suddenly 
made real when I have to write it all down.
Participant # 24 Vi: Many things that happen to me in life are often beyond 
my control. Instead of blaming others or throwing a shit fit, I try to find the 
silver lining through an honest reflection.
Participant # 25 Lindsey: I find I keep relating classroom activities to my 
real-life situations, but I learn most from writing things down and re-reading 
them later.
Participant # 09 Tyrone: I think what the journal does is guide my thinking 
after the incident has already happened. I think it is artistic to re-read the 
journal weeks later because it shows how my head has moved to another 
place.
Participant # 05 Doug: I want to apply the journaling techniques to my other 
classes. Usually I write my PSYC 101 papers in one draft and never reflect 
on what I write.
Participant # 29 Gloria: It’s not so much that you teach me anything, but that 
I have learned how think for myself. This is very different from my other 
classes because I am not required to critically reflect.
Participant #1 0  Cassie: In class, so much is happening so fast, I always have 
a lot to think about. Later, when I write, I kind of relive everything that 
happened so I remember a lot of the detail, like a conversation with my 
boyfriend or someone I care about.
Participant # 27 Richard: I think about CAHA more out of class than I do in 
it.
Participant # 23 Stephen: I’ll be lying in bed and think about my day and why 
something was important. When I have a thought that’s important I have to 
get up and put it in the journal.
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Participant # 03 Katie: Critical thinking makes me pay more attention to the 
world around me. I mean, TV is so full of bullshit, and don’t even get me 
started on radio advertising because it’s shameless.
Participant # 30 Jenna: I now do more o f what I’m supposed to do instead of 
just blowing it off out of laziness.
Participant # 16 Phillip: Usually when I write a paper for class it’s about 
something I’m not particularly interested in. But in CAHA I write about my 
life, so I give a lot more thought to what I’ve learned.
Participant # 04 Tina: I think I now put more o f who I am as a person into the 
journal whereas before I just wrote to fill up the pages. Now, I can actually 
think of something intelligent to say.
Participant # 02 Becka: I no longer write just to do the assignment. This is a 
totally new concept for me, because writing about me has given it meaning.
Participant # 26 Andy: When one class can help me more than any other, why 
aren’t there more classes like CAHA?
Participant #1 9  Carzell: At first I felt like I had to write the journal because I 
was being forced to. Like my assignments in other classes. I was totally 
wrong about this attitude.
Participant # 07 MJ: Expectations are high for my last full year of college 
because I ’ve finally learned how to write what I think.
Participant # 17 Ale: Because CAHA is about me I have to be objective with 
myself. There’s no room for bullshit.
Participant # 23 Stephen: What’s most interesting is that the journal is 
making me a better writer in my other classes.
Participant # 28 Doreen: I put more of my own ideas into everything I’m 
writing about now because I’m thinking more clearly.
Participant # 28 Doreen: Didn’t at all expect CAHA could help me in my 
other classes.
Participant # 20 Jake: This is the first time in my college career that I have 
made the connection between thinking and writing.
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Participant #16  Phillip: Most teachers just want you to write long papers as if 
that proves how smart you are, but they don’t read them as carefully as I 
write them so I can’t evaluate my thinking.
Participant # 23 Stephen: At first I was angry that you didn’t grade the 
journal, but you read them very carefully and that inspires me to think about 
my words.
Participant #01 Rashad: Most kids I know are proud of their bullshit. Why is 
education set up so? It’s nuts. I will never treat my students the way that most 
teachers have treated me.
Participant # 04 Tina: I think all students should be required to take CAHA 
so they can learn to think and not just bullshit their way through a paper. I 
mean you can feel something for algebra or physics. Like my Women’s 
studies class, and it’s not just because I’m a woman.
Participant # 30 Jenna: I know you read my journal. That makes me want to 
put more thought into it. Other teachers just write bullshit comments. Why 
bother to write anything when they don’t even read them?
Participant # 08 Steff: Your comments always take my thoughts to the next 
level for me. This has helped me realize that my ideas are important because 
they are intellectual, not just random feelings.
Participant # 25: Lindsey: I have to write a 30-page paper for my UBIS 390 
class. This seems crazy to me because it’s like totally busy work. I would 
much rather write two pages a week for CAHA because I think it’s got more 
value.
Participant # 08 Steff: I just reflected back on a semester’s worth of journals 
and saw a progression to my thinking that I hadn’t seen before.
Participant # 15 Kerry: At first I just wanted to get words on the page like I 
do for some of my other classes. I could see you pulling meaning out of my 
journal and giving me things to think about.
Participant #12: William: I think your comments on the journal help me to 
understand myself. First it proves to me that you read them carefully, and 
second you give me new things to think about. I wish more of my teachers 
examined my work more carefully.
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Participant # 14 Ruth: I know my LIT 230 teacher doesn’t even read my 
papers because there are never any comments. You read everything and that 
helps me to reflect.
Participant #1 6  Phillip: I have to write a paper each week for my UCON 340 
class. By mistake, I turned in my CAHA journal and it came back marked 
“A.”
Participant #3 0  Jenna: I want to live an authentic life and critical reflection 
has locked me into a habit to keep. It’s like holding a good diet and doing 
cardio because thinking takes discipline.
Participant # 24 Vi; The day after graduation I start my new job. I feel very 
confident but I know everything has its ups and downs. I think that keeping a 
reflective journal will help me be more successful in the real world. Instead 
of writing about all the things surrounding college life, I can write about my 
career.
Participant # 07 MJ: I feel I will avoid a lot of the bad news I’ve had to deal 
with in my life if  I can remember to critically think before I act. I’m fearful 
of the future, but you’ve taught me self-respect and to be prepared to deal 
with whatever happens.
Participant # 11 Bridget: Critical thinking and critical reflection are serious 
items. Since they deal with my identity I can’t run away from them, like the 
confusion in my woman’s studies class.
Participant # 25 Lindsey: Self-knowledge and all is cool, but it carries a lot of 
responsibility.
Participant #01 Rashad: I ’m an adult when I think adult thoughts.
Participant # 12 William: Critical reflection can be painful, but it does keep 
you looking forward and not at the rear view mirror.
Participant # 06 Ezekiel: I’m not totally sure if  I’m mature enough to handle 
critical thinking. I have made a lot of mistakes in my 21 years of life, and 
thinking about them is depressing. On the other hand, thinking about the past 
helps me avoid making the same mistakes again.
Participant #13 David: I realize that there must be a level of understanding 
that human beings have between each other. If we can’t forgive, or admit we 
were wrong, it would be impossible to coexist.
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Participant #15  Kerry: Everyone comes from different walks of life and has 
different agendas, but CAHA class is something that holds common ground 
once we understand and accept our differences.
Participant # 26 Andy: No matter where we come from or what we are all 
about, we enter college for the main goal to learn. One thing I’ve learned in 
our class is that real knowledge must come from within, not from a teacher.
Participant # 02 Becka: I have become more realized as a woman from 
CAHA class. These realizations are about ourselves, our families, our talents, 
and the best we truly possess as human beings.
Participant # 03 Katie: I now see how you make it all happen. At first you 
try to scare us so we can remember why we freaked. Next, you make class 
fun and interesting so we are comfortable, like we don’t have a worry in the 
world. Now we are basically in control of the class and we actually want to 
work hard for you. That’s a lot to see happen in one semester.
Participant #15  Kerry: I remember the first day o f class so well. All my 
judgments were racing: This is stupid, what am I doing here? When can I go 
home? But I soon saw that you were serious in your teaching method, and 
that got my attention.
Participant #13 David: I’ve learned to question my first reactions and instead 
think about what’s really going on. Just because something is different from 
what I want to believe doesn’t make it wrong.
Participant # 10 Cassie: I fear I will miss out on so much by not taking 
CAHA II. This course has been a priceless learning experience for me as I 
head out into the real world unafraid.
Participant # 07 MJ: I think it’s fear that holds most people back in life. Fear 
of people who are different, fear of themselves, and fear o f the unknown. I 
have overcome many of these fears because o f your class and that has made 
me a more mature person.
Participant # 09 Tyrone: The only real perfection in life comes at the end.
Participant #01 Rashad: I know my opinions about CAHA are different 
from most kids in class, but I think about them a lot. Most people I talk to in 
class are interested to hear them, so I feel like their reflection gives my ideas 
a voice.
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Participant # 11 Bridget: So often I have received so little credit for all I’ve 
tried to do for others in my life that I’m glad I’m finally recalling something 
good I’ve accomplished all by myself.
Participant # 28 Doreen: In CAHA class I feel respected for who I am. This 
“freedom” as you call it has given me much more perspective about me when 
I think about who I am as a person, and who other people really are as men 
and women.
Participant # 24 Vi: I don’t think about myself as a kid anymore, and don’t 
want to.
Participant # 14 Ruth: You never say, “ok, now we’re going to practice being 
self-directed,” or “now you’re going to be confident.” You just let it happen, 
and we connect with the article or something inside of us.
Participant # 06 Ezekiel: Critical reflection works for me like it worked for 
Schon’s article. I try something new, reflect, and then think about how to 
make changes.
Participant # 08 Steff: You make me think about the oppression I have 
endured all my life. Like, “I ’m not pretty, I’m stupid, and don’t get along 
well with other people.” I’ve learned that many things people say are false. 
CAHA has helped me realize I don’t need to let them affect me anymore.
Participant #19  Carzell: No one can tell me what to believe. I must be 
courageous to find my own answers. You won’t tell us the right answer, but 
we ask anyway because you respond with a slightly different thought that 
gets me thinking.
Participant #01 Rashad: I want to achieve as much as possible for me and my 
family, and I don’t want to be a slave to anyone. I really didn’t have a sense 
of direction before you showed me how to think.
Participant # 20 Jake: Today I found a dead woodcock on the sidewalk. It 
was still warm, perfectly formed, and must have just been hit by a car. It was 
a beautiful adult male, flush with spring and probably disoriented. I buried it 
in the backyard of my rooming house. I used to hunt game birds with my dad 
as a boy and the only thing I ever killed was a woodcock. I suddenly recalled 
all those feelings, and they took me back to bygone years.
Critical thinking and reflection helped students make meaning o f their
experiences. Representing the final equation in the ITAF cycle of learning, these
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phenomena often seemed inspirational as students faced acceptance or rejection of 
conflicted elements within their core belief system. Students appeared to see 
themselves for better or worse through transparency and self-acceptance. Old ideas 
and negative, unhealthy beliefs faced various forms of transformation when students’ 
humanness was critically analyzed and faced unafraid. The solitary and private 
nature of thought released moments of clarity that inspire individual insights which 
were translated into the classroom journal.
Critical thinking and reflection are the highest forms of cognitive and 
affective intellectual development to be absorbed by the undergraduate students 
enrolled in CAHA 492. The process followed a formula comprised of learning 
theory literature, classroom activities, discussion, and the practical application as 
motivated by the individual needs of each participant. These parameters, in 
conjunction with a passion for learning, propelled ITAF to the level of art.
Summary
Each of the categories and themes that emerged from this study developed 
from the critical thinking and reflective skills communicated by the written content 
of the student journal texts. Journals were written in private, allowing the intrinsic 
side of self to recapitulate experience through memory. Recollections processed 
cognitively and affectively focused and disciplined the mind in absence of the social 
and environmental influences that created them.
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This chapter has examined 15 sets of journal text authored by 30 students 
representing a random sample. It began with an examination of ITAF as teaching 
technique, including team orientation, education as art form, and transformational 
learning. The analysis then turned its attention to the affective side of self with 
categories representing self discovery, and self-directed learning.
Chapter 5 focuses on a discussion of how ITAF contributes to the body of 
knowledge in areas of research and practice. The chapter informs curriculum design, 
offers direction for future study, and makes recommendations for transforming and 
strengthening learning environments.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
CHAPTER 5
DISCUSSION, CONCLUSIONS, AND RECOMMENDATIONS
The purpose o f this study was to examine the teaching technique of 
improvisational theater and its effect on students’ perceptions of their educational 
and personal development. Two questions have driven this study: (a) How do 
student journals reveal the influence of classroom environment and teaching 
technique? and (b) How do student classroom journals reveal personal growth and 
development?
This chapter begins with a section entitled Discussion, which is an 
interpretation of the categories and themes illuminated by this study. It relates the 
findings to the original thesis presented by the purpose statement and research 
questions. The section Conclusions summarizes students’ perceptions as a method of 
data collection. In addition, the influence of the experiential learning environment as 
a technique to promote student growth and development is also explored. There is 
also the assumption that an analysis of cognitive and affective learning phenomena 
resulted from classroom activities. The Recommendations section presents the 
implications of ITAF for practice and makes recommendations for future research. 
This section also presents an overview of education as an art form and it details a 
philosophy for higher education based on the ITAF. This philosophy is further
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supported by the literature and draws together the culmination o f ITAF phenomena 
to this point.
Discussion
The findings o f this study showed that collaboration, group interaction, and 
creativity enhanced students’ perceptions of learning phenomena in order to meet 
their educational objectives. Findings also demonstrated that students’ perceptions 
of self-confidence and personal freedom were reflected in the non-authoritarian 
teaching style advocated by Spolin (1963). In addition, the ITAF technique utilized 
the choice o f personal responsibility over imposed power and control to help position 
undergraduates toward a direction of becoming more responsible adults in their 
thoughts, actions, and behavior. Chickering (1969) and Perry (1970) described in 
detail the advent of mature behavior in the college years, and how development was 
an ongoing process that could be established in the undergraduate classroom.
In CAHA 492, students viewed themselves as teammates, making the choice 
of mature behavior a high priority in the achievement of educational goals. As the 
semester progressed and the work became more challenging, students raised their 
expectations for how much they wanted to learn and achieve, demonstrating Kolb’s 
(1984) cycle of learning circumference. To fully advantage this learning 
environment, CAHA students received a wake-up call provided by an actor-training 
technique called Improvisational Theater (Spolin, 1963), the leading edge of the 
ITAF acronym. Spolin’s ground work helped to create an action-oriented learning
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environment that delivered new experiences previously unknown to undergraduate 
students. The data supported Csikszentmihalyi’s (1975) prediction that familiar 
expectations of boredom or complacency were transformed by this dynamic, 
experiential paradigm.
Baxter Magolda (2004) stated that there is an intellectual curiosity that 
inspires student growth and development based upon transitions from the past. In 
other words, taking the creative risk of transformative-driven self-awareness, fear, 
and misplaced perceptions were transcended by glimpses of the future to create 
original works of self-art.
Caught between late-stage adolescence and the advent o f adulthood, CAHA 
students made new discoveries by jettisoning familiar and immature frameworks of 
the self. For this reason, students found this class important. Additional impact 
resulted from the perception that education and learning is an art form where 
individuality matters because it intensified self-perception to reveal a fresh and 
exciting complement of untapped skills (Spolin, 1963).
Appel (1982), Halpem and Close (1994), and Callery (2001) heralded 
intellectual combinations of self as a form of genius because they heightened 
consciousness on cognitive levels in spontaneous social situations. In addition,
Spolin (1963) suggested that art transcended the meaninglessness and noisy chatter 
of the status quo through intelligent forms of self-expression. ITAF learning 
principles helped students realize that they actually possessed a great deal of control 
in their lives, and they became well equipped to make competent decisions. Similar
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indications surfaced consistently in CAHA 492, especially in matters regarding 
relationships, the future, and self-identity.
ITAF became self-sustaining through emerging self-efficacy, critical 
reflection, and trust, no matter how difficult the circumstances students would find 
themselves in. Many reported recognizing classroom dynamics in real-life situations, 
availing themselves o f a palette of choices previously unavailable. As Bandura
(2000), Chickering and Reisser (1993), and Fenwick (2000) determined, self- 
confident and secure persons think through their options more carefully, leading to 
more thoughtfully considered decisions with less confusion from the casual remarks 
and comments of peers. Instead of acting on a whim or exercising poor judgment, 
CAHA 492 participants listened to their intrinsic self. The result was a move 
forward in personal growth and development. Although at the limits of this present 
study, learning outcomes seem likely to remain self-sustaining due to the imprint of 
critically reflected, intrinsic self-knowledge.
It was the shock value of transformational change described by Mezirow 
(1991) that triggered insight and awareness within the undergraduate students. The 
simple and uncomplicated reason is that the learning environment permitted it to 
happen. A fundamental characteristic of Spolin’s improvisational theater workshops 
was a vibrant learning environment that allowed intrinsic and extrinsic phenomena to 
reach consciousness in unpredictable ways. Cialdini and Troost (1998), Freud 
(1927), and Lilly and Bramwell-Rejskind (2004) are adamant that a healthy 
psychology of the self is dependent upon the quality of the learning environments it
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keeps. The question of how to establish the best environment for optimum learning 
is mysterious, because its impact must be individualized, immediate, and consistent 
for transformations to be recognized (Mezirow, 1996). As students’ emotional 
security grows, it becomes a trusted developmental trait seeking challenge and 
unusual sources for learning and educational inspiration (Gardner, 1999).
The transformational process in CAHA 492 commenced before the semester 
officially began. Typical first-day teaching techniques involved the teaching 
assistants appearing as fellow classmates. As students waited for the teacher to 
arrive, TAs would cause some form of commotion to initiate the first 
transformational process. These were interesting encounters because the impetus for 
action came not from the professor, but from the students. Thus oriented, students 
placed their senses on high alert, ready for the bite of familiarity to be overruled by 
new thinking. These intuitive actions moved students forward in their growth and 
development, yet exclusively self-initiated. Once the bored, casual cool 
defensiveness common in undergraduate students dissolved, the individual’s 
intuition could match the transformational reality of experience, in the moment 
(Spolin, 1963).
Similarly, the power of the spoken word became a study in economy, a clear 
case o f less is more, with clarity of action attending to transformational experience 
by avoiding confusion through misdirected, or inconsistent physical energy. Appel 
(1982), Callery (2001), and Hodgson and Richards (1979) detail the importance of 
clarity and consistency in voice and action to create a believable and secure learning
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environment. Chickering, Halliburton, Bergquist, and Lindquist (1977), Perry 
(1970), and Schlossberg et al. (1989) stated that undergraduates learn best when the 
creative imagination of youth is juxtaposed with clear and purposeful instruction, to 
help make sense o f daily experience and classroom learning opportunities. Baxter 
Magolda (2004), Choi (2006), and Sawyer (2004) strongly advocated this learning 
paradigm because under these conditions, students are freed to cultivate and apply 
individual ability cultivated throughout their college career, yet avoid the confusing 
and destructive elements of an out of date, anachronistic educational system.
ITAF and Increased Comprehension in Other Classes
Researchers interested in emulating this study should draw insight for their 
own interpretations of CAHA 492 students’ testimony. The recommendation is for 
educators to select whatever elements and direction appeal to them, then deepen the 
content and meaning by making ITAF their own personal vehicle for invigorating 
curriculum content. As the data revealed, students from many disciplines found 
value in the technique, indicating it was influential for a variety of majors. For 
example, physics majors explored and illustrated the genius and tendencies of 
famous scientists and inventors by grasping hold of some nuance that caught their 
attention. Other students, motivated by curiosity, brainstormed historical events to 
imagine the thinking and detail behind extraordinary scientific breakthroughs. 
Chemistry majors played nitrogen and oxygen atoms to illustrate chemical principles 
while English majors and others role played famous authors discussing plagiarism.
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History majors staged a philosophical discussion (in heaven) between William 
Blake, Martin Luther King, Jr., and Sir Isaac Newton. To demonstrate their 
knowledge of stock market principles, business students held meetings with Wall 
Street brokers, economists, and real estate developers, including Donald Trump, 
Warren Buffet, and other influential entrepreneurs. ITAF exercises stimulated 
curiosity and passion to understand and anticipate real-world environments beyond 
the college years.
The diversity of majors among of CAHA 492 students showed the 
applicability of ITAF material through the reflective nature o f the student journal 
texts. Students saw an opportunity to strengthen their level of comprehension of 
content details that more or less slipped through the cracks in lecture-based 
curriculums. Students developed a personal interest in the people or theories they 
studied in other classes by walking a mile in their shoes to develop a working reality 
that made sense o f reading assignments and tests.
The data indicated that in order for students to have confidence in their 
learning objectives, authenticity in curriculum content and delivery had to be 
practical and student-centered. Classroom procedures in CAHA 492 adapted to this 
demand because of the flexible nature of the ITAF. Transformative and real, this 
organic openness resonated with students immediately, because it signaled an 
alternative from the traditional classroom experiences of lecture, memorization, high 
technology, and other teacher-led, fixed methods o f instruction that Choi (2006) and 
Christensen (2005) have described. Under the ITAF paradigm, students could self-
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initiate their best thinking in the moment and remember how it evolved weelc-to- 
week through the record of the student classroom journal.
ITAF does not reject traditional teaching practices but simply offers a 
supplemental design to augment traditional techniques by placing students in 
leadership roles. This self-motivated learning principle helps to confirm and evolve 
knowledge and conclusions through cognitive and affective awareness and critical 
reflection. Learning outcomes are finally recapitulated in the student classroom 
journal, thereby completing a cycle of learning that Kolb (1984) stated was essential 
for the creation of meaning.
Within the semi-structured ITAF learning environment, students became 
confident in their ability to think for themselves. The focus behind the journal- 
writing assignment and rules guiding its content were iterated only once. Students 
assigned their own requirements necessary to voice their thoughts and viewed the 
assignment as an opportunity. This attitude was verified and reinforced throughout 
the semester through a careful reading of the texts and its obvious appearance that 
pleasing the teacher was not the writer’s main objective. Highly individualistic and 
diverse phenomena formed key indicators of growth and development brought to life 
through varied and unique vernacular and phrasing.
The content informing these examples attest to student demand for some kind 
of assurance from college curriculums that learning outcomes will meet and 
hopefully exceed the demands of the future. Epstein (1998) and Grumet (1992) 
determined that college must have practical applications beyond classroom
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obedience and assessment, because without personal growth and development, 
achievement is often apprised as a letter grade. Since the true meaning of 
achievement is unique to each individual, real-world applications o f educational 
outcomes are impossible to predict; consequently the improvisational nature of the 
ITAF is able to test, but not assure, successful results. The fact that students’ 
experiences became self-motivating was largely a matter o f timing between the 
remnants of adolescence and the advent of adulthood. Students were looking for a 
class that allowed them to bond with peers to utilize a very active developmental 
period involving extensive social interaction. Students brought ITAF development 
theories into practice because they made sense at the time. The senses were 
sharpened and able to critically analyze instruction and opportunity the moment they 
arrived, a testimony to the art form concept backing ITAF principles. This 
heightened awareness, according to the findings, produced maturity and development 
on a level unavailable from other college classes.
Sustaining the ITAF Initiative
As Brookfield (1993a), Candy (1991), and Smith and Associates (1994) 
remarked, students must think for themselves through the combination of intense 
collaboration, selective instruction, and the application of real-world experience. 
Within the ITAF, students had to sift through their levels of understanding to inform 
the highly attractive, yet mysteriously perplexing, responsibilities o f adulthood. 
Incidents of personal growth and development were reported to spring up into
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consciousness because the student was focused in the moment, undistracted by fear, 
boredom, or the impositions of the status quo. Csikszentmihalyi (1990b), Gardner
(2001), and Heckhausen (1991) extol the value of intrinsic thinking to fully utilize 
inherent ability and cognitive processing speed, especially when it is motivated by 
risk, crisis, or creative insight. By pursuing the logical progression of their own 
initiations, students’ ideas were risked and set into service. Concepts which proved 
valuable were kept and many others, undoubtedly, rejected.
Student classroom journals told how intrinsic dimensions of self merged in 
spite of the unknown or what others might think. Because learning was captured in 
the moment, there was a great sense that “this is real.” Growth and development 
arrived instantaneously, setting the tone for the three-year duration of this study 
because the student classroom journal brought closure to students’ cycles of learning. 
Svinicki and Dixon (1987) and Bandura (1992) underscored this philosophy by 
detailing how learners must accept phenomena on their own terms in order for 
thought and experience to carry weight and see practicality.
Guidelines stated in the syllabus detailed requirements on structure and 
writing mechanics, but content was left to the discretion o f students (Gil-Garcia and 
Cintron, 2002). Rules were quickly mastered and became second nature, allowing 
students the personal freedom necessary to transparently share experiences without 
the fear o f criticism. Either way, any need for self-censorship was never reported.
Because the purpose of this study was to examine the teaching technique of 
improvisational theater and its effect on students’ perceptions of their education and
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personal development, Cavaliere and Sgroi (1992), Dembo (2000), and Earley 
(1994) saw that the meaning of adult behavior was first perceived privately within 
the subjective dimension of the self, and only later after careful reflection found 
expression through the extrinsic, public side. Only self-confidence and vision 
dictated the degree of risk students were willing to wager. While always 
challenging, the process was easier for some than others. Most students in this study 
increased their mental alacrity by acting on their own cognizance whenever key 
learning opportunities arrived. Insights and experiences were then recorded in the 
student journal.
Major phenomena were almost always received transformationally, indicative
of the enthusiasm students invested on their journey toward self-enlightenment.
Bandura (1977) and Mezirow (1996) observed that a combination of articles, theory,
collaboration, and practice enabled students to better understand their motivation and
objectives. Students used words like “metamorphosis” to describe the process
because old worn-out attitudes and behaviors were jettisoned when better reasoning
prevailed. One student spoke for many when she disclosed the following:
On the first day you told us to drop the class if  we didn’t  think we could 
handle it. I wanted to drop but I kept thinking to myself that if  I did, I would 
miss out on the best class in my college career.
Another student described her motivation to stay in spite o f her fear because she
instinctively intuited an irony of important significance:
I thought CAHA would be a cake walk because all my friends took it and 
said it was an easy class. So far it has been a very difficult class for me. I 
have to work very hard to deal with the challenges, but I will not give up 
because all my friends and classmates encourage me to stay.
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Two weeks later, this same student wrote the following:
I seem to be making better progress now because I can see how far I’ve 
come. I can actually look people in the eye now, and I ask questions in my 
other classes, something I used to be so afraid to do.
Finally,
Why I have lived my life so afraid of things that never go wrong I will never 
understand. Courage is doing what you’re afraid to do and not be afraid.
In testimony to these transformational processes is the art form nature of the
work. Students were supported by classmates because everyone was experiencing
change simultaneously, making change believable on many different levels. That
single phenomenon is a practical and realistic definition of education as art (Spolin,
1963).
CAHA phenomena were universal, but uniquely personal for each student.
Worries about relationships, graduation, and the future seemed less formidable
through a calmed yet heightened consciousness, prompting many students to report
that the class was therapeutic:
Unlike other classes where no one cares if I live or die, CAHA makes me feel 
important so I want to really go for it. That feeling is like an inspiration, 
something I’ve felt maybe once or twice in my life, but I knew it was real.
Our class in the face of extreme challenge is really a fun and safe place to be.
I know life is difficult and scary, but I see here that there is nothing to be 
afraid of.
ITAF was viewed as an adventure with unpredictable twists and turns. In 
many cases, students were realizing their true reality for the first time. Intellectually, 
participants became stronger because they learned that their survival was based on 
the ability to think for themselves and take action. Clearly, students learned to trust
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their instincts and identify multiple possibilities. Many students had been trained
through anachronistic socialization to memorize the right answer to earn good grades
on tests, but students already knew that life is not made of one-way-right answers;
consequently, ITAF grabbed their attention.
If I worry only about the right answer, I will never have an imagination.
Don’t worry, I ’ll still study for my driver’s test, but I want to use my own 
mind to determine what I want for my future.
Before this class I didn’t know I had a mind. I have always been so worried 
about doing good and not being bad that I never even considered the part of 
me that was in control of the choices I can make.
Life was a lot easier when people made all my decisions for me. My friends 
told me what clothes to buy and which boy to date, and my parents still try to 
tell me what to do about everything else. But I’m beginning to see where 
they’re coming from, because they only want the best for me. Dealing with 
the feelings I used to resent has made me finally feel like a mature woman.
ITAF learning principles required students to process a flood of cognitive and
affective information to reach a decision. Participants briefly collaborated with peers
and then brought their choices to life before the entire class. The main impetus that
spurred them on in the face of this challenge was learning to anticipate and face the
uncertainties of adulthood unafraid.
Conclusions
This section centers on two major areas that demonstrate the practical 
application of ITAF in college classroom situations. First, seven principles for 
teaching and learning emerged from the results of this study. Second, ITAF proved 
to be a rite of passage for undergraduates as they journey the road to achieving
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adulthood. Outcomes indicated characteristics representative of high quality teaching 
and learning practices.
Seven Principles for Students’ Development and Change
In light of the evidence produced by this research, and the supporting 
evidence provided by the literature, seven concluding principles have been drawn 
from this study that illustrate ITAF teaching and learning practices.
Principle # 1
Teaching and learning practices are most effective when students are 
simultaneously cognitively and affectively focused within a safe learning 
environment.
Principle #1 states that students learned best when they recognized new levels 
of growth and development within themselves for the first time. Students learned to 
trust their natural instincts to solve problems within the ITAF learning environment 
because they believe in its mission and structure. In light of these circumstances, 
ITAF teaching and learning principles were prepared to meet each student’s 
transformational needs the moment they appeared, by offering support and 
encouragement to help participants continue the evolutionary process of their 
thinking.
As many of the studies cited in Chapter 2 support, vast ranges of 
temperament are asked of the educator requiring flexibility than an art form ideology
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provides, and they present to the educator a range of possibilities beyond the 
constraints and limitations of a fixed set of rules. Frequently students asked, “Why 
don’t my other teachers give us trust and personal freedom?” or, “When I asked my 
chemistry professor if  I could change my experiment, he scared me.” The only 
possible response to these statements is that one of the challenges of teaching is to 
reach students individually, wherever they may be in their life’s journey (Chickering 
& Gamson, 1991; Cranton & Cacusetta, 2004; Perry, 1970).
Principle # 2
Under the tenets described in Principle #1, a democratic collaborative 
approach will be cultivated and gain strength naturally to produce favorable learning 
outcomes. ITAF students enjoyed their learning opportunities and became critically 
engaged in the structure and flow of the learning process on many distinctive levels.
The second principle alloys art and higher education to the college 
curriculum. The energy, objectives, and purpose between disciplines are identical 
because human existence and education strive for the same clarity o f purpose and 
meaningfulness of understanding which Brookfield (1993a), Candy, (1991) and 
Hines (1996) described. Clearly, students’ motivation reveals their goals as a 
transparent vehicle when perceptions between teacher and student align. These 
phenomena o f the self are identical to the professional actor on the stage because the 
receptivity between audience and performance confirms intrinsic identity, hopes, 
fears, and dreams (Bentley, 1968).
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The skills and abilities developed in the ITAF demonstrated applicability 
within many diverse programs of study at the university level. Student participants 
represented almost every major at Northern Illinois University, and they reported 
CAHA 492 self-developmental tenets helped them improve their performance in 
other classes. In many ways this study became a how-to guide for practitioners 
interested in expanding their scope and appreciation of the nuances of opportunity 
available in the higher education classroom. As the literature presented in this study 
demonstrated, part of the new paradigm for modern student development includes 
initiatives that deliver creative, team-oriented programs. ITAF applied innovative, 
in-the-moment teaching techniques to supply this demand. These can be applied to 
illustrate researchers’ ideas, personal goals, passion, and educational objectives. 
Between planning, reflection, and monitoring students’ advancement, professionals 
will acquire an inventory of techniques that will bring many examples of 
accomplishment and unique personal reward from the minds of students and 
achievement on multiple levels of higher education practice.
Principle # 3
Students who trust and believe in their learning environments overcome 
personal resistances more quickly to surprise and exceed status quo limitations and 
expectations.
Obstacles to effective learning are directly related to the degree of resistance 
generated by the learning environment. When students equate trust with truth within
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a healthy learning environment they become less defensive and intrinsically open to 
change. As Epstein (1998) and Cialdini and Troost attest, intuition arrives in the 
moment, requiring less processing time than cognition because spontaneous insights 
do not collide or conflict with previously collected information. With the advent of 
trusting learning environments, native genius is instantly accessed.
When informed through ITAF learning principles, student and teacher 
develop trust in intrinsic reward-tested and proven real-world applications. For the 
ITAF, that trust is cultivated through theater-based simulations and exercises. 
Cognitive focus arrives in the planning and organization stages o f small group 
collaboration. Participants must flash through a host of possibilities, weigh potential 
consequences, and censor conflicting personal thoughts. In conjunction, affective 
elements may seem too personal and individuals may feel obliged to evaluate 
multiple approval/disapproval scenarios before, finally, delivering a response 
(Spolin, 1963). With the ITAF, different learning styles coalesce simultaneously, 
requiring students to remain open-minded to new possibilities, and create their new 
realizations in the here and now. Epstein (1994) and Gardner (2001) referred to 
these instincts as the emotional intelligences, while Spolin (1963) referred to the 
process as breaking free from status quo frames of reference. Both schools of 
thought describe an intrinsic set of dynamics, but Spolin frames an action-oriented 
method of urgent reality to bring emotional intelligence to fruition through praxis.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Principle # 4
175
Students trust and learn more from instructors who can empathize 
surreptitiously with their hopes and fears, yet be direct and emphatic at critical 
moments in the learning process.
This study made clear that undergraduate students have difficulty absorbing a 
theory presented in a professor's lecture if the only recourse is to interpret knowledge 
and its reality on the professor's terms. Either students understand the lecture and 
readings and do well on the test or they do not. The intellectual struggle between 
needing to please the instructor and desire to learn create a tug o f war will sabotage 
the intrinsic connection Sawyer (2004) described as essential to the undergraduate 
learning and developmental process. Ironically, many professors with earned 
doctorates seem to almost repress their own undergraduate experiences by failing to 
empathize with youth, prompting one CAHA student to lament, “I guess I blame 
myself for not understanding physics better, but I wish my professors were more 
approachable.” Another student wrote, “My literature professor frowns at me, 
making me feel very nervous, but I guess it’s my fault.” Finally, “I had to drop one 
class because I couldn’t understand what the professor was trying to say.”
The findings o f this study indicate that undergraduates’ youthful exuberance 
often fails to forge meaningful connections at critical moments because of the 
intensity between authoritarian classroom dynamics and the conflicting signals 
received by a wide open, anything goes, day-by-day reality. With only an immature 
internal basis available for deciphering ambiguity, fledgling self-confidence can only
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be affirmed through the affirmation of thoughts and feelings through contact with the 
instructor. Choi (2006), Cranton and Cacusetta (2004), and Wright and Lawson 
(2005) all advocate collaborative learning environments where students can assume 
responsible leadership roles to aid in the implementation of lesson plans. Excluding 
students’ individual interpretation from the learning equation leaves the affective 
dimension fallow, engaging the frequently reported state of disconnected boredom 
as a destructive byproduct of authoritarian dependency (Chickering, 1969; Perry, 
1970).
This study has shown that the private, intrinsic, interpretive world of the 
individual does not carry weight if  there is a limited or dysfunctional relationship 
between student, teacher, and lesson. Snyder and Kendzierski (1982) saw that 
cognition works best in conjunction with the affective side o f self; consequently, to 
avoid this natural union steals one’s capacity to teach in the most natural way 
possible. Delahaye et al. (1994), Dewey (1933), and Jung (1964) determined that it is 
essential for teachers to master their own cognitive and affective eccentricities if they 
have any expectations for becoming highly effective in the classroom, and Feldman 
(1986) found that the appeal is further supported by the sheer diversity of 
personalities common in any classroom environment. The practical carryover from 
ITAF is the confidence created between the teacher-student relationship when both 
spheres of consciousness can communicate effectively. Herein lies the main 
dichotomy between ITAF and traditional educational practices.
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The paradigm reveals a second dichotomy that deserves mention. It involves 
the connection between a professor's own graduate study and his or her willingness 
to meet students at their own (and lesser) level of scholastic development. At issue 
is a question regarding flexibility and how it helps the instructor recognize and 
decipher spontaneous, teachable moments free from bias and judgment. The data 
from this study showed that seldom do constructive learning phenomena appear at 
the undergraduate level when the lesson is delivered through a defensively-biased, 
ambiguous, or exclusively authoritarian teaching style. As Fenwick (2000), Hines 
(1996), and Sawyer (2004) explained, optimum circumstances arise when personal 
connections are formed on physical, intellectual, and intuitive levels, thereby 
maximizing the return on ‘students investment.
According to Knowles (1980), Heckhausen (1991), and Gorard and Taylor 
(2004), instructors who practice collaborative skills automatically encourage student 
growth and development in meaningful ways, often in spite o f the rigor comprising 
the specific major or discipline they teach. Any graduate degree program is difficult, 
but the professor’s vast inventory of resources need not be used as leverage, or as a 
means for control. To illustrate, one group of students may find a professor’s 
teaching technique oppressive and pure drudgery, compromising the quality of their 
educational investments. Similarly, another group of students finds the exact same 
material very exciting and stimulating because it was presented especially well. 
Therefore, it is the conscious responsibility of instructors to reach students wherever
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they are in their lives in order to deliver effective and highly salient learning 
experiences.
Principle # 5
Effective classroom education and training can only be proved through the 
litmus test of real-world application and practice.
Principle #5 states self-preparedness is a discovered strategy students must 
create for themselves to secure their future. ITAF learning environments provided 
the impetus for flexibility and change, but it was the subject who supplied the 
motivation for action. As transformation presented itself, there was a brief, internal 
conflict which surfaced as a chaotic event (Hines, 1996) that found resolution as 
either open and receptive or judgmental and defensive. CAHA 492 students were 
encouraged to choose openness. The bottom line is that self-awareness provided 
insight, revealing some of the differences between life’s choices, and that making a 
choice one believes in is a demonstration of growth and maturity (Perry, 1970). 
Tenacity to sustain purpose is cultivated through this trial-and-error process until 
students find solutions that succeed for them and the search becomes a lifelong 
endeavor where the challenges of life, as Dewey (1933) proclaimed, will inevitably 
be solved.
Bandura et al. (1997) stated learning environments must support the 
discovery process in young adults or else the courage to take calculated risks will be 
squandered. Increased levels of courageousness and self-determination are critical
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for young people because the invulnerabilities of youth can be harnessed to extract 
maximum cognitive ability. Bandura et al. discovered that students are driven by the 
benchmark of previous goals mastered and they seek confirmation o f their 
accomplishments through the support of teachers and peers.
Clearly chronicled, the history of education has shown that student 
performance achieves fruition in many different ways which the skillful educator 
must perceive (Freire, 1970; Maslow, 1971; Piaget, 1954). In order to help students 
work through moments o f confusion, an artful approach to teaching offers 
heightened self-awareness with real-world meaning. Like the painter at easel, or the 
sculptor with clay or stone, the teacher’s medium of choice is human beings.
On the first day of class in CAHA 492, students encountered a major wake- 
up call with art form implications. After the initial transformative anxiety had 
passed, the class was told that if  they did not have the temperament for ITAF work, 
they should leave the classroom immediately and drop the class. “Others are waiting 
to get in.” O f the nine sections taught, no one elected to drop. The remark had 
achieved its desired effect, in that students were forced to envision a different 
classroom scenario than they had ever experienced before. Simultaneously, the 
challenge created a measure of trust which struck the students in a significant way 
that aroused interest in the ITAF learning paradigm. As adults well know, there is no 
guarantee for what the future will hold, and for the undergraduate student, the need 
be prepared to respond to challenges of life became a strong motivator within the 
learning environment.
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Learning cycles must be completed and include representative literature, 
illustrative and meaningful classroom practices, and sufficient pause for critical 
reflection in order to capture independent meaning.
Principle #6 asserts that ITAF growth and development are more likely to 
become permanent when initiatives complete full cycles o f learning (Kolb, 1984). 
Students reported that once learning cycles were completed it became very 
distasteful to regress back to the previous levels o f immaturity. Aloof, unconcerned 
juvenile attitudes and quaint vernacular prevalent in describing other classes, 
teachers, and life in general, transcended to more mature phrasing reflecting adult­
like thoughtfulness. Other defensive attitudes including judgmentalness, partying, 
anger, and sloth gave way to mental agility once students learned to process 
experience in intellectual ways. Many students wrote that they wished CAHA had 
been given to them freshman year so that they could have discovered more about 
who they are earlier in their college career, thereby making smarter and more 
informed decisions. “Where was this class freshman year?” and, “UNIV 101 needs 
to include CAHA” are typical comments expressing the significance of cycle 
learning.
The effectiveness of ITAF had as much to do with the timing and phasing of 
phenomena. In other words, the class arrived at the right time. The work was 
presented in ways that seemed indigenous to young adults struggling to find a mature 
identity bringing to bear students’ instincts, fears for the future, and a stimulating
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environment providing the learning catalyst. Students arrived in CAHA 492 at a 
time in their lives where they were ready for a shake-up. They had met many 
confusing new experiences since high school and needed to reconcile and process 
why age and college has affected them so profoundly. Hence the determination to 
complete learning cycles helped to clarify many associated confusions.
Under these conditions, ITAF presented a constructivist method for 
processing information that gave shape and form to individual identity because it 
was grasped individually. By testing ideas in the real-world environment, students 
learned to assess their progress and record their learning on paper. Reflecting on its 
progress, the individual self could then objectively judge, with great confidence, 
which choices and direction can help to forge a strong course of lifelong learning.
Principle # 7
ITAF is not clairvoyant, nor can it predict the future. What ITAF does 
provide is the opportunity for students to envision their future by constructing 
scenarios that help them prepare for the inevitabilities of life, in whatever form it 
assumes.
Principle #7 declares that although CAHA 492 helped students enter into 
adulthood, there is no way to guarantee what the future will hold. The class provided 
a glimpse into the future because the exercises and learning environment supported 
the unknown. The willingness to explore many of the possibilities reality holds 
grabbed students’ attention, as revealed by the following journal responses. “There is
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nothing for sure or predictable about life, so I have to rely on myself or else get 
swallowed up. I ’m glad I learned to risk in CAHA because the class made me feel 
safe to try it.” And, “I’ve realized that I actually have a good deal of control over my 
future, I just don’t want to miss out on anything exciting.” Finally, “I know CAHA 
class cannot solve my problems for me. I have to do it, but at least I now feel I can 
get it done.” These realizations reflect Spolin’s (1963) directive that students who 
study improvisation are confident to face the future unafraid.
The ITAF also provided an awareness which gave students insight into the 
world they had seldom glimpsed before. One student commented on the state of 
television with penetrating insight. “I’ve learned to see through the bullshit of 
television. What a waste, it’s like a pacifier.” And, “Sometimes I ’m not sure what to 
feel about something, but you’ve taught me how to reflect on my experiences and 
that has helped me make better choices.” Conflicting signals will undoubtedly 
continue to occur, although students demonstrated the confidence to address them.
By trusting the cognitive and emotional intelligences that Bandura (2000), Badura 
and Cervone (2000), and Gardner (1999) examined, students seemed able to sort 
through confusing elements and make self-informed decisions. Earlier in the 
semester, making choices would not have been as decisive because of peer pressure 
or lack of self-confidence as the following student discovered: “Life can be 
confusing because there is so much to choose from. Just something stupid like 
buying toothpaste is hard because there are 30 different flavors of toothpaste.”
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Attitudes and issues left unexplored in this study may be relegated to the 
unconscious until environmental circumstances provide an opportunity for a 
successful resolution (Delahaye, Limerick, & Hern, 1994). Students’ cognitive and 
affective intuitions will determine when that moment arrives, and issues judged too 
difficult to extricate can be reflected upon by way of the creative imagination.
Self-perceptions among undergraduate students participating in this study 
were widely diverse, fitting of personality, learning preferences, background, and 
major. In addition, there was a fundamental consistency of transformative perception 
with regard to the future. This phenomenon was the one consistent connection 
which bonded everyone together. Students were able to articulate their 
transformations in class and on paper, but true learning and insight could only be 
confirmed through real-world applications. As students became sensitive to other 
influences affecting their lives, they were sruck by the significance o f their 
intellectual accomplishments. “This class has taught me how to think” was a 
common thread throughout the student journal texts. Some students felt that they 
were in a race to grow up as quickly as possible. “I want to move beyond the 
pressure of music, media, job, marriage, and family so I can live a little first!” 
echoed another. “I ’m expected to have all these things, and be glamorous and 
everything, but no one gives me directions for how to do it.” Another student wrote, 
“I feel like I am expected to master control of my life before the age of 23. How is 
that possible when I have experienced so little of everything?” The challenge of the 
future was probably best summed up a student who shared the following. “All I can
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do is be prepared for whatever life puts in front of me.” These messages from the 
data avow that students will face their lives with courage, insight, and determination 
because they have become more realistic about the future.
Epstein (1998), Pickering (1997), and Zulich (1991) determined that 
undergraduates’ confusion surrounding life and the future arose from intellectual 
curiosity and attempts to read and interpret the deluge of mixed signals reality has to 
offer. CAHA 492 students prepared themselves for this rigor o f life by testing 
enigmas, doubts, and conflicting perceptions within the security o f the ITAF learning 
environment. This method for learning and understanding one’s perceptions and 
actions are strongly supported by literature in areas that include self-directedness 
(Brookfield, 1993a; Goldstein & Ford, 2002), democratic-oriented work groups 
(Choi, 2006; Welker & Berardino, 2006), self-efficacy (Bandura, 2000), and the self- 
awareness skills required for processing critical reflection which Juch (1983) and 
Torff (2005) detail as passage from youth to adulthood. The following section 
features an analysis of the component subparts of ITAF learning principles.
Recommendations
The following recommendations were determined by this study. ITAF 
teaching and learning principles can be applied under many different circumstances, 
depending on the interests and needs of the instructor. Based on findings and 
discussion, the following suggest possible directions to take this research forward.
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1. As Spolin (1963) stated, when education is viewed as an art form learning 
becomes student-focused, collaborative, spontaneous, and in the moment. 
ITAF technique should be freely adapted by educators to complement their 
personal tastes, objectives, and teaching style to help deliver required 
course content.
2. Collaborative, democratic learning environments should be used to 
supplement undergraduate majors as diverse as chemistry, accountancy, 
and athletics. The universality of ITAF’s impact, flexibility, and 
effectiveness stimulates many different levels of meaning among students, 
leading to greater understanding o f formulas, theories, and historical facts. 
Transformation and critical reflection phenomena are unique to each 
student and serve to intensify learning objectives.
3. ITAF learning principles help to bridge the gap between traditional lecture, 
high technology, and authoritarian-based assignment writing. Democratic, 
student-centered initiatives as described by Welker and Berardino (2006) 
and Choi (2006) contribute to low stress learning environments for teacher 
and student, thus promoting better focus and concentration.
4. Ideas, solutions, and questions presented in lecture environments can be 
captured and explored immediately in randomly assembled teams to release 
genius and forge new meaning. Intrinsic insights, no matter how fleetingly 
they appear, can be shared with the reassembled class. Instructors should
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be prepared for their own chaotic moments which inevitably accompany the 
free form nature of self-directed initiatives. To add to the sociological 
implications of the experiential learning process, clarification and guidance 
should be offered by the instructor to heighten the moment.
5. College courses still in the design stage should freely borrow from the 
model described in this study to illustrate concepts and establish new 
directions for programs of study.
6. For established classes, slowly initiating ITAF is most feasible.
Throughout the semester, as practitioners become more familiar with ITAF 
learning principles, introduce your unique flair and ideas more quickly to 
test students’ reaction and generate excitement. As results appear, 
practitioners will automatically recognize ways to build upon initial success 
and enhance students’ learning, each in their own way (Artaud, 1958).
7. Improvisational theater is a process-oriented art form and it specializes in 
the discovery of the unknown. No college professors can be expected to 
automatically have all the answers, nor should they pretend. Students 
cannot be expected to have everything they study be cognitively absorbed. 
The bottom line: Be honest and transparent to achieve superior learning 
outcomes.
8. By recognizing student deficiencies, professors will discover the reward of 
reaching students where they are in their lives and transform negative, 
unproductive energy into learning phenomena. These transformations
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induce paradigm shifts which are as responsive as they are profound to 
move teaching and learning to a higher level.
Implications for Future Research
The sign o f good practice is a ready supply o f new research initiatives. 
Innovative designs should be written to meet unique problems facing education 
researchers, and ITAF teaching and learning principles allow room thorough 
exploration to meet the scholar’s individual research interests. CAHA 492 students 
reported that the principles of the ITAF were applicable in other academic contexts. 
“I find myself applying CAHA class in my other classes. I listen better now and ask 
more questions,” and, “I understand chemistry formulas better because I can now 
actually visualize them.” Moreover, “I now often ask my business professor to have 
us break into small teams to brainstorm ideas from his lecture like we do in CAHA 
class.”
Additional research in discipline-specific areas appears warranted. Based 
upon conclusions and discussion, the following recommendations offer direction for 
future research.
1. Quantitative studies may be conducted to determine the results of ITAF 
phenomena empirically. Questionnaires could be administered at the 
beginning and end of each semester to determine students’ initial 
attitudes and perceptions, followed by a retrospective evaluation of ITAF 
effectiveness at midterm and the semester’s end.
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2. In light of unprecedented student demand for undergraduate growth and 
development, and the reality of untapped potential during the college 
years (Chickering, 1969; Perry, 1970), ITAF principles should be 
incorporated into nonacademic environments including freshman 
orientation, sanctioned student events, campus life, student activities and 
programming, residence hall lifestyle and dining, fraternity and sorority 
philanthropy, and other service orientations where research holds 
potential to benefit undergraduate education, leading toward a more 
fulfilling college experience.
3. This study was limited to combined student levels (sophomores, juniors, 
seniors) comprising many different majors and university departments. 
ITAF phenomena need to be applied independently to determine the 
influence of college experience between freshman and seniors. What 
does education and learning mean to a 21-year-old? How does the ITAF 
prepare students for life after college?
4. Curriculum planners should design studies that incorporate ITAF 
principles with the objective of assessing students’ abilities, forging new 
techniques, and assuring the delivery of departmental requirements and 
content.
5. For undergraduate programs specializing in teacher training, ITAF 
principles can be applied as a research base to determine the effectiveness 
of different teaching styles. The following journal entries provide
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examples o f teacher candidates’ perceptions and the expectations 
underscoring intrinsic motivation. “I know I will use my CAHA 
exercises as much as possible to make my own high school math students 
more successful in life.” “CAHA will be very valuable in how I teach 
high school science, I only wish that I had taken more classes like it.” 
And, “I had no idea what I would look like as a teacher up in front of 
everyone until CAHA class.” Finally, “I would feel much more in control 
of my student teacher assignment if I had taken more classes like 
CAHA.”
6. ITAF-based research studies conducted in elementary or high schools 
should be carefully monitored by the researcher to avoid the problems 
Davis (2000) and Lynch (2003) described. This initiative will help 
university-level scholars understand the needs and expectations of 
incoming freshmen in order to help them build better study habits and 
deal more effectively with the transition to college life: “I wish this class 
was offered to freshmen, and that I might make new friends immediately 
and feel less alone atN IU .” Finally, “UNIV 101 should include CAHA 
class.”
7. Research projects featuring ITAF need to be applied to advanced-degree 
programs. Research questions may center upon how self-directedness is 
an acquired skill, its process, and its effect on older adults returning to 
the university environment.
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8. The ITAF technique should be applied to areas of faculty education and 
development. As this study illustrated, undergraduate students need to 
identify with their instructor, and therein lies an a invaluable, yet largely 
untapped resource.
9. Research studies need to be conducted with former CAHA 492 students 
to determine ITAF effectiveness and to determine how skills are applied 
following the college years.
10. Heightened cognitive activity and awareness in ITAF classrooms led to 
greater performance in other disciplines and majors. Specific 
questionnaires need to be developed to test the effect of ITAF learning 
principles and assess relevance.
This study addressed some of the needs of present undergraduate teaching 
and learning practices. Further research needs to commence to meet the demands of 
an increasingly sophisticated student population and the rapidly escalating cost of a 
quality college education. Students and parents expect value for their investment, and 
the old, anachronistic rules no longer apply. The recommendations presented in this 
section offer many directions of inquiry that should pique the interest of scholars and 
give direction for the design and creation of original studies. In the hands of future 
educational researchers and practitioners, many will carry ITAF principles beyond 
the framework of the present study to achieve the vast range of potential applicable 
to educational needs and researcher interests.
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Summary
This chapter examined the meaning and implications o f the findings. 
Classroom strategies and philosophy were detailed by researcher and student as well 
as the universal appeal of an art form philosophy for teaching and learning in a 
modem university culture. This section also made recommendations by pinpointing 
gaps in current teaching and learning and practices, and it offered directions for 
future research studies. The impact of ITAF phenomena and its effect on educators 
and students was also explored as well as the researcher’s vision for the future of 
college education.
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Research Consent Form
I agree to allow my teacher, Max Elsey, to analyze my weekly journal entries from 
our class CAHA 492, Learning Through Experience. In addition, I give my 
permission to be video taped for our final exam entitled “Capstone Experience,” 
which will be presented before a live audience at the Holmes Student Center. 
Participation is voluntary, and students may purchase a copy for $2 as a permanent 
record of their CAHA experience.
The purpose of this study examines the teaching technique of improvisational theater 
and its effect on students’ perceptions of their educational and personal development. 
It is hoped that this research project will encourage more classes of this type, 
resulting in a better educational experience for undergraduate students. The results 
of this project will be published.
Max is a doctoral candidate in the department of CAHE, Northern Illinois 
University. Collecting this data will help him understand how people learn when 
working in a democratic, non-authoritarian learning environment. If students have 
any questions regarding the use of this research, they may contact Max at any time 
(748-1850). Max will be more than happy to share the results with all participants.
Max will not publish students’ names, nor will he identify the person in any way.
All records and data will be kept in the confidential files of Max Elsey. If students 
wish more information regarding research projects at NIU, they may contact the 
Office of Research Compliance at 753-8588.
Signature and date
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